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Abstract 
This inquiry focuses on Qallunaat (non-native) teachers' perceptions oftheir lived 
experiences teaching and learning in the arctic region of Nunavik, Québec, Canada. 
Academic underachievement ofInuit children and high drop out rates in northern schools are 
a great concern for every community. An important contributing factor to the lack of 
academic success oflnuit children is the high turnover rate of Qallunaat teachers. Social 
distancing, isolation and cultural dislocation are major problems that many southern teachers 
find difficult to conffont. Through a year-Iong Action Research Project in Nunavik focusing 
on eight Qallunaat teachers, 1 used a narrative inquiry to explore these teachers' shifting 
perceptions oftheir experiences as they attempted to adapt to their Inuit host community. 
Data confirms that without appropriate preparation and support, Qallunaat teachers perceive 
that they face overwhelming challenges educating Inuit youth and building relationships with 
Inuit community members. During my work in this northern community, 1 observed how 
these teachers seeking direction within such significant cross-cultural tensions, were 
confronted with profound existential issues. 1 examined why their southern perceptions and 
their northern experiences made them question sorne fundamental values that are at the core 
oftheir identities. 1 used an interdisciplinary dialogical post-colonial framework to situate 
these Qallunaat teacher voices in the educational contexts of Nunavik. By listening to these 
teachers, 1 began to understand how conflicts in identity arose when teachers' attitudes did 
not match their perceptions oftheir positionings in their host community. Methods included 
formaI and informaI conversations, individual and group interviews, photovoice and journals. 
1 found that Qallunaat teachers can contribute to the North ifthey learn to position 
themselves as compassionate observers and listeners. Through dialogue, Qallunaat teachers 
can create shared spaces to better understand the particular needs of Inuit community 
members and con si der alternatives and solutions. 1 provide recommendations to the Kativik 
School Board that might better prepare and support Qallunaat teachers. This study has direct 
implications for policy regarding pre-service and in-service education for educators within 
the Kativik School Board, Quebec Ministry of Education and the McGill Faculty of 
Education. 
Résumé 
Cette étude a mis l'emphase sur la perception qu'avaient les enseignants Qallunaat (non-
indigènes) sur leurs expériences d'enseignement et d'apprentissage dans la région Arctique 
du nord québécois; le Nunavik. Les performances académiques faibles des élèves Inuit ainsi 
que le haut taux d'abandon sont une préoccupation importante pour chacune des 
communautés. Un élément important expliquant le manque de succès des élèves Inuit est le 
haut taux de rotation des enseignants Qallunaat. Les "barrières sociales", la "délocalisation 
culturelle" ainsi que l'isolement sont des problèmes majeurs au Nunavik et ils représentent 
des obstacles importants pour plusieurs enseignants du Sud. À travers un projet de recherche 
d'un an au Nunavik, qui mettait l'emphase sur huit enseignants de cette région, j'ai utilisé 
une approche narrative afin d'explorer les changements de perception de leur expérience en 
fonction de leur adaptation dans leur communauté d'accueil. Les données confirment que, 
sans préparation et support, il est extrêmement difficile pour ces enseignants non-indigènes 
d'apporter une aide significative aux jeunes Inuit et de bâtir des relations avec les membres 
de la communauté. Pendant mon expérience dans cette communauté d'accueil, j'ai pu 
observer de quelle façon les enseignants recherchaient des directions dans ces tensions 
interculturelles où ils étaient confrontés à des problématiques existentielles. J'ai examiné 
pourquoi et comment les perceptions des enseignants du sud et leurs expériences au nord ont 
fait émerger les valeurs fondamentales qui sont le cœur de leur identité. J'ai utilisé un 
discours postcolonial interdisciplinaire afin de situer les voix de ces enseignants dans ce 
contexte éducationnel du Nunavik. En faisant l'écoute de leurs expériences, j'ai commencé à 
comprendre comment les conflits d'identité pouvaient émerger quand les attitudes des 
enseignants ne correspondaient pas à la perception qu'ils avaient de leurs positions dans la 
communauté. Les méthodes de recherche incluent des conversations formelles et informelles, 
des entrevues individuelles et en groupe, des discussions à partir de photos et des journaux 
personnels. J'ai pu découvrir que les enseignants Qallunaat peuvent contribuer à la 
communauté du nord québécois s'ils peuvent apprendre à se positionner en tant 
qu'observateur compatissant ou comme auditeur. À travers le dialogue, les enseignants 
Qallunaat peuvent créer un espace de partage afin de mieux comprendre les besoins 
particuliers des communautés Inuit et de considérer les alternatives et les solutions pour cette 
communauté. Suite à cette recherche; les recommandations proposées à la Commission 
11 
Scolaire Kativik visent à mieux préparer et supporter les enseignants Qallunaat. Cette étude 
a des implications directes pour les politiques concernant la formation des enseignants autant 
avant leur arrivée qu'au cours de leur séjour au sein de la Commission Scolaire Kativik; elle 
sera aussi d'une aide précieuse au Ministère de l'Éducation du Québec et à la Faculté 
d'Éducation de l'Université McGill. 
III 
Dedication 
1 would like to dedicate this dissertation to the youth of Nunavik. 
1 especially dedicate this dissertation to the ni ne Inuit children who were my first c1ass. 
IV 
Acknowledgments 
Despite the vast contributions by numerous individuals, foremost my supervisor Dr. 
Mary H. Maguire, 1 wish to begin my acknowledgments with my heartfelt thanks to aIl the 
participants ofthis study, especially the teachers who so willingly and generously gave of 
their time and ofthemselves throughout the course of the 2002-2003 school year. Without 
their participation, this study would not have been possible. 1 would also like to express my 
sincere appreciation to Mary Aitchison at the Kativik School Board for her enthusiastic 
support of this project. And of course, thanks to the members of the Inuit community who so 
warmly welcomed me into their village and to aIl community members who contributed to 
this project. 
1 would like to express my warmest and deepest thanks to Dr. Mary H. Maguire, who has 
been a wonderful supervisor and a true mentor. Through her care and her interest towards my 
work, she has allowed me to find my own way through this dissertation process while 
spending many hours encouraging, supporting and guiding my thoughts and feelings. 1 am 
deeply indebted to Dr. Maguire for her timely editing, her unbelievable attention to detail and 
her immediate responses to aIl concerns regarding graduate life, especially during the 
organization of Shifting Sands, the first EGSS annual conference. Most of aIl 1 have 
appreciated the opportunity to work by her side and learn from her incredible wisdom and 
experience in the many different aspects of graduate work. Thank you. 
1 would like to thank my committee members Dr. Claudia Mitchell, Dr. Ronald Morris 
and Dr. Steve Jordan for their constructive feedback. 1 would also like to thank Dr. Elizabeth 
Wood, my Masters supervisor, who initially inspired me to pursue this doctorate. 1 also feel 
greatly indebted to Dr. Don Taylor who volunteered numerous hours assisting me with his 
insights and advice. 
1 wish to acknowledge my sources of financial support. My research was partially funded 
by an FCAR grant from the Quebec Ministry of Education and an NSTP (Northern Scientific 
Training Program) grant from the Department ofIndian and Northern Affair, Canada. 1 also 
wish to thank professors at McGill University for the opportunities to work by their side and 
fellow students such as Pamela Markus, Susann A1lnut, Karina Y ounk, Kristina Eisenhower, 
v 
Christina Rudd, Christine Stocek and many others who have enriched my graduate student 
experience. 
l am very grateful to friends and family who showed interest in my work and supported 
me throughout this endeavor. My parents have been incredibly giving in the care of my son 
during this challenging task. Thank you mom and dad for your love and support. Your 
commitment to education has fostered in me a desire to broaden my experiences and help me 
to persevere with my interests. Thanks Alastair for being the only one who has ever 
enthusiastically volunteered to read any of my stuff. Thank you Missy for taking me away 
from academic life. Thanks Dan for your help with the computer. Merci Isabelle pour ton 
aide avec le résumé. 
My final words of appreciation go to Douglas Stewart who has been an inspiration and a 
guiding force throughout each and every step ofthis journey. Without your encouragement, 
your personal and professional insights and your belief in my project l would not have 
succeeded in completing my dissertation. You spent many evenings supporting and enduring 
me, editing and writing with me and helping me to see the laughable moments during 
stressful times. Part of this thesis belongs to you and to our wonderfullittle boy Sammy who 
also made a few compromises along the way through this lengthy process. Thank you. 
VI 
TABLE OF CONTENTS 
Abstract .................................................................................................... Î 
Résumé .................................................................................................... ii 
Dedication ................................................................................................ iv 
Acknowledgments ....................................................................................... v 
Table of Contents ...................................................................................... vii 
List of Photos ............................................................................................. xi 
Lists of Figures ........................................................................................ xiii 
List of1ralJles .......................................................................................... xiii 
List of Maps ............................................................................................ xiii 
Prologue Understanding A Qallunaat Perspective .............................................. 1 
Looking Outside .................................................................................... 1 
Situating Inuit Community and School Contexts ............................................. .4 
Chapter 1 Traveling to the North: Situating the Research ................................... 13 
Breaking the Ice ................................................................................... 13 
Defining the Terms .................................................................... 14 
Locating the Qallunaat Teacher Voices ............................................. 17 
Describing the Positions on the Margins ........................................... 18 
Exploring the Shared Spaces between Qallunaat Teachers 
and Their Inuit Students ..................................................... 20 
The Action Research Project ., ................................................................ .23 
Background to the Inquiry ...................................................................... .25 
Research Questions, Goals and Guiding Principles .......................................... 27 
Theoretical and Methodological Frameworks ................................................ 28 
Personal Motivation .............................................................................. 34 
Vignette 1: Breaking the Distance, Meeting the Other, Building Trust 
and Creating Community ................................................................ .40 
In Summary ....................................................................................... 45 
Chapter 2 Walking on the Tundra: Locating the Contexts ................................. .46 
Entering the North .............................................................................. 46 
Describing the Nested Contexts In Northern Education and Research ................. .49 
The Land: Geographical and Ecological Contexts .............................. .49 
The Communities: Social, Linguistic and Cultural Contexts ................... 54 
Modern Community Living: Schools as Sites of Social Struggle ..... 54 
Local Development: Educating for Future Community Needs ........ 57 
The People: Historical, Linguistic and Physical Contexts ....................... 59 
vu 
The Traditional Ways: Inuit Ancestors ..................................... 59 
Contact with the Modern Ways: The Explorers, Traders 
and Whalers ...... '" ................................................ 63 
The Missionaries and Preachers ............................................. 68 
A Southern Canadian Government ......................................... 70 
The Missions of Self-Government: Political and Linguistic Contexts ......... 77 
Linguistic Concerns in Inuit Communities: the Heart of Cultural 
Preservation ......................................................... 77 
Educational Research Initiatives with the Kativik School Board ...... 80 
Research on Language: A Pathway to Change ............................ 84 
The Mission Statement: A Present Reflection on 
Cultural Integration ................................................. 88 
Positioning Qallunaat Teachers in Nunavik ................................................ 91 
Vignette 2: Confronting Changing Realities ...................................... 92 
Part One: Revisiting First Impressions ................................... 92 
Part Two: Stitching Meanings .............................................. 95 
ln Summary ..................................................................................... 99 
Chapter 3 Creating a Methodological Framework ............................................ 100 
Narratives ln Action .......................................................................... 100 
Vignette 3. Three Girls on a Honda ................................................ 102 
Tapping Into Qallunaat Teacher Voices ................................................... 106 
Action Research as Methodology .................................................. 106 
Gaining Access ....................................................................... 1 09 
Data Collection Process ..................................................................... 110 
Overview of Data Collection ........................................................... 110 
Individual Interviews .................................................................... 112 
Interviews with Former Teachers ................................................. 112 
Interviews with Pedagogical Counselors and Experienced Teachers ......... 113 
Interviews with Qallunaat Principals ............................................. 115 
Orientation Week for New Qallunaat Teachers in Nunavik ........................ 116 
Collaborative Action Research Project ................................................ 118 
Daily Field Notes and Personal Journal .......................................... 123 
Weekly Group Conversations .................................................... , .125 
Photo-Voice .......................................................................... 127 
Teachers' Journals ................................ , ................................. 132 
Individual Interviews with Teachers .................... , ....... , ............... , .134 
Classroom Observations ............................................................ 134 
Conversations with Inuit Community Members ..................................... 136 
Conversation Over the Local FM Radio Station ................................. 137 
Information Session ...................................................................................... 139 
Professional Educational Development Days ........................................ 140 
Reports and Presentations ............................ , .................................. 143 
Analysis and Interpretation of Data ......................................................... 146 
Vlll 
Theme-Based Analysis ................................................................... 146 
Tracing the Changes in Qallunaat Teachers' Perceptions ........................... 152 
Writing About Qallunaat Teachers' Joumeys to Nunavik .......................... 156 
In Summary .................................................................................... 160 
Chapter 4 Situating Identity in a Theoretical Framework .................................. 162 
Envisioning a Place for Identity at the Crossroads of Change .......................... 162 
Identities as Shared Dialogical Spaces ................................................ 163 
Identities as Imaginary Spaces ......................................................... 167 
Identities as Creative and Created Interpersonal Spaces ........................... 172 
Identities as Cultural Spaces ............................................................ 180 
Identities as Shared Visions ............................................................. 183 
Finding a Place for Qallunaat Teachers .................................................... 185 
Creating a New Contextual Space for Identity ....................................... 185 
Positioning Identity Within Community .............................................. 187 
Contextualizing Qallunaat Teachers' Identities ........................................... 190 
Anthropological and Educational Perspectives on Inuit Identity ................... 191 
A Social-Psychological Perspective on Collective Identity ........................ 196 
In Summary .................................................................................... 201 
Chapter 5 Understanding Qallunaat Teachers' Journeys to Nunavik .................... 203 
Understanding the North ..................................................................... 203 
Romanticizing The Inuit: Attracted by Differences ...................................... 206 
Qallunaat Teachers as Outsiders in Nunavik ................................... 206 
Searching for A New Community ................................................ 210 
Personal Goals: Leaming About Oneself ............................... , ....... 213 
Professional Goals: Leaming About the Inuit Way ofLife 
through Teaching ........................................................... .217 
Adjusting Southem Misconceptions of the North: Encountering Differences ....... 220 
The Qallunaat Teacher Community ............................................. .230 
Understanding Inuit Educational Culture: Wrestling with Differences ................ 236 
Qallunaat Teachers Struggling to Find Balance Within 
Their Multiple Positionings ............................................... .265 
Building Cross-Cultural Relationships: Overcoming Differences ...................... 274 
Barriers in Cross-Cultural Relationships ........................................ .274 
Breaking Down Barriers ............................................................. 289 
Focusing on the Small Successes: Looking Beyond Differences ........................ 295 
In summary ..................................................................................... 310 
IX 
Chapter 6 Reflecting on Past Experiences, Shared Understandings and 
Recommendations .......................................................................... 312 
Revisiting Past Experiences .................................................................. 312 
Vignette 4: Getting Lost and the Memories of Being There .................... 313 
Looking Beyond Initial Impressions .............................................. 316 
Reflective Understandings of the Research Pro cess ..................................... 318 
The Value of Self-Reflexivity ...................................................... 318 
My Roles as Researcher ............................................................. 322 
Juggling Multiple Positionings: Establishing Mutuality and Trust .. 323 
Linking Action Research with My Interdisciplinary Approach ...... 330 
Collaborating in the School Community ................................ 332 
Dealing with Emotions .................................................... 333 
Assessing the Research Methods ........................................ 337 
Representing the Qallunaat T eacher Voices ............................ 339 
Research Contributions, Implications and Understandings, and 
Directions for Further Study ........................................................ 341 
Research Contributions .............................................................. 341 
Implications and Understandings .................................................. 342 
Directions for Further Study ...................................................... .354 
Recommendations ............................................................................ 360 
Looking Ahead ....................................................................... 360 
Setting the Wheels in Motion ...................................................... 361 
Gateway to Change .................................................................. 366 
Epilogue Standing in the South Facing North .. ............................................. . 369 
References .............................................................................................. 374 
Appendices ............................................................................................. 383 
Appendix 1. Certificate ofEthical Acceptability .......................................... 386 
Appendix 2. Interview Questions for New Teachers ...................................... 387 
Appendix 3. Sample Journal Entry .......................................................... 388 
Appendix 4. Letter of Consent for Participants ............................................ 390 
Appendix 5. Sample of Analyzed Transcript (long version) ............................ 392 
Appendix 6. Emerging Themes Chart ...................................................... 398 
Appendix 7. Glossary of Terms ............................................................ .400 
Appendix 8. Copyright Waiver ............................................................. .405 
x 
LIST OF PHOTOS 
Photo 1. View From My Window ....................................................................... 1 
Photo 2. ArrivaI ln Nunavik (CM) ..................................................................... 6 
Photo 3. Dogsled Team (CM) ........................................................................... 7 
Photo 4. Snowmobiles (CM) ., .......... '" ............................................................. 7 
Photo 5. Unknown Terrain (CM) ..................................................................... 13 
Photo 6. Making Tea (CM) ............................................................................ 39 
Photo 7. Cutting the Red Ribbon (CM) ............................................................. 40 
Photo 8. Celebrating Ten Years of Service (CM) ........... , ................................ , ..... 40 
Photo 9. Sea Ice .......................................................................................... 46 
Photo 10. Winter landscape, 2002 (CM) ............................................................. 50 
Photo Il. FaU Colors on the Tundra, 2002 (CM) ...................... , ............................ 51 
Photo 12. Saturday Afternoon walk, faH 2002 (CM) ............................................... 53 
Photo 13. Fishing Weekend, spring 2003 (CM) ..................................................... 53 
Photo 14. Community Freezer, spring 2003 (CM) .................................................. 54 
Photo 15. Satellite Dish, faH2002 (CM) ............................................................... 57 
Photo 16A. Building a Sod Rouse, faH2002 (CM) .... , ............................................ 61 
Photo 16B. Sod Rouse, faU 1995 (CM) ............................................................... 61 
Photo 17. Ancient Dwelling, fa1l2002 (CM) ........................................................ 62 
Photo 18. Making Tea, faB, 2002 (CM) .............................................................. 66 
Photo 19. Wooden Cross, faH, 2002 (CM) ........................................................... 68 
Photo 20. Church, faB2002 (CM) ..................................................................... 69 
Photo 21. Igloo in the Making (CM) ................................................................. 71 
Photo 22. Modern Rousing Unit (CM) ................................................................ 71 
Photo 23. English-Inuttitut Stop Sign, faB2002 (CM) .............................................. 76 
Photo 24. Looking Out, fa1l2002 (CM) .............................................................. 92 
Photo 25. River, summer 2002 (CM) .. , .............................................................. 93 
Photo 26. Cemetery, winter 2003 (CM) .............................................................. 95 
Photo 27. Student' s Drawing from David' s Art Class, faB 2002 (CM) .......................... 100 
Xl 
Photo 28. Three Girls on a Honda (CM) ............................................................ 102 
Photo 29. Sorne Kids on Hondas .................................................................... 105 
Photo 30. Kindergarten teacher's tent (CM) ........................................................ 119 
Photo 31. View of the Community (CM) ........................................................... 119 
Photo 32. View Form my Classroom Window ...................................................... 122 
Photo 33. Old School House (CM) .................................................................. 122 
Photo 34. Spring ...................................................................................... 128 
Photo 35. My Calendar ................................................................................ 129 
Photo 36. That Hand .................................................................................. 130 
Photo 37. Boarding the Plane to Nunavik (CM) ................................................... 162 
Photo 38. Polar Bear Tracks (CM) .................................................................. 203 
Photo 39. Land ......................................................................................... 237 
Photo 40. Guitar ........................................................................................ 237 
Photo 41. Luggage ...................................................................................... 272 
Photo 42. Malarsut .................................................................................... 282 
Photo 43. My Fridge ................................................................................... 296 
Photo 44. The Cliff (CM) ............................................................................. 312 
Photo 45. The Storm (CM) ........................................................................... 313 
Photo 46. Inukshuk Quilt- Grades 1-2 .............................................................. 332 
Photo 47. Cross-Country Ski Club (CM) .......................................................... 333 
Photo 48. Looking Out on the Tundra (CM) ...................................................... 360 
Photo 49. Gateway to Change (CM) ................................................................ 368 
Photo 50. Fishing Trip Collage (CM) .................... , .......................................... 369 
Photo 51. Returning to the Village (CM) ........................................................... 370 
Photo 52. Polar Bear Tracks (CM) .................................................................. 373 
Photo 53. Breaking the Ice (CM) .................................................................... 373 
Xll 
LIST OF FIGURES 
Figure 1. Educational Research in Nunavik: 
A) Inuit Educational Values and Cultural Preservation ........................ ........... 85 
B) Inuttitut Language .................. ......................................................... 86 
Figure 2. Excerpt from an interview with Rachel (short version) ........................... 147-149 
Figure 3. Edited Version of an Interview Transcript .............................................. 151 
Figure 4. Emerging Themes from Data Sets ........................................................ 157 
Figure 5. Emerging Themes from Orientation Week Data Set .................................. 160 
LIST OF TABLES 
Table 1. Overview ofEras oflnuit Settlement in the Region Now Known as Nunavik ....... 60 
Table 2. Overview ofInventory of Data Collection .............................................. 111 
Table 3. Overview of Data Collection: Individual Interviews ................................... 112 
Table 4. Overview of Data Collection: Orientation Week ....................................... 116 
Table 5. Overview of Data Collection: Collaborative Action Research Project .............. 121 
Table 6. Overview of Data Collection: Conversations with Inuit Community Members ... 136 
Table 7. Letter to Be Read Over the FM Local Radio Station ............................. 13 7 -138 
Table 8. Overview of Data Collection: PED Days ................................................ 141 
Table 9. Overview of Data Collection: Reports and Presentations ............................. 144 
Table 10. Main Themes and Sub-Themes Chart ................................................... 147 
LISTOFMAPS 
Map 1. Map of Nunavik within North-America .......................................................... 5 
Map 2. Regional Map of Nunavik ..................................................................... 50 
Map 3. Map of the Fur Trade Area and Major Fur Trade Routes ................................. 65 
Map 4. Map of the Village .............................................................................. 235 
X1l1 
PROLOGUE 
UNDERSTANDING A QALLUNAAT PERSPECTIVE 
Looking Outside 
Photo 1. View From My Window 
I begin with a photo taken by David, one of the Qallunaat [Non-Inuit or Outsiders] 
teachers collaborating in an Action Research Inquiry in Nunavik. David is one of eight 
teachers who agreed to meet with me once a week during the 2002-2003 school year to 
discuss his perceptions and share his experiences as a southern teacher working in a small 
Inuit community on the Ungava Coast. He brought the photo to one of our weekly group 
1 
.----
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conversations in December 2002. In preparation for our meeting that week, 1 had asked 
teachers to take photos of their daily activities at school and in the community that best 
reflected their perceptions of life in an Inuit community at that time of year. David showed us 
the photo and then explained why he had chosen to take this specific shot: 
David: This is a photo, 1 was looking outside [Saturday aftemoonj. .. 1 was at home, nice 
big sun ... shining on the snow. 1 could not see any movement. It looked calm and 1 
thought that most probably everyone was in their homes. 1 was telling myself that it 
looked calm but that probably it is really shaking inside. Not necessarily at that time but 
[this is to iIIustratel at which point 1 have no idea what is going on in this village ... 
Nena: This is the communitv but there is a plexi-glass and we trv to enter but we do 
"shlook" [we hit our face against the glassl. 
David: Yes or else we manage to enter a /ittle bit and then there is someone who kicks 
us out a /ittle. 1 don't know. l've said it before, 1 have reallv strong social abilities and 1 
have met manv different cultures for mv age in mv /ifetime and 1 was still able to 
penetrate them ail. But this one 1 am reallv having a hard time. ft is a little bit hermetic ... 
At the same time everything 1 know it comes from others. Probably when 1 will retum to 
the South after a certain lime 1 will be able to judge with a better perspective with a 
judgment that is less emotional. Maybe 1 will be able to know more for myself who the 
Inuit are ... For now ail that 1 can say is what 1 hear from George [another Qallunaat 
teacher] about this family and that family about what is going on ... 
And then 1 go and yell at one of the students and he cries a lot but 1 really know what 
he has done ... And 1 realise after he has gone ... that most probably his mother is away 
from the community and if his father hears that he did something wrong that he is going 
to get a beating when he gets home. But me, 1 don't know this. How do vou want me to 
deal with a child on the social as weil as the academic point of view if 1 cannot know 
what he is living? (Group conversation, 2002-2003) 
This conversation took place in the schoollibrary on a Thursday aftemoon at 5:00pm after 
teachers had spent their day in their classrooms. It had been dark out since 3 :OOpm; the days 
in the North in December are very short. Teachers were feeling the effects of lack of sunlight. 
They had very few opportunities to go out on the tundra to find sorne temporary relief from 
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the intense challenges associated with life in their ho st community. Many teachers expressed 
that they had lost aIl perspective by this time of year. They had been teaching in their host 
community since mid August. They missed their families and friends back home 
tremendously. As is typical of early December in the North, these teachers were physically 
and emotionally tired and looking forward to their Christmas holiday in the South. A 
woman's suicide in the village in early November also contributed to the sombre mood 
throughout the school and community. 
David arrived in the North with a positive outlook. Why did David, like many other 
teachers, undergo tremendous shifts in their perceptions of their Inuit host communities? How 
did teachers like David learn to see beyond the plexi-glass wall? What about the glass window 
that separated the teacher in his home from the community? In fact, there were two glasses, 
the glass from the apartment window and the metaphorical plexi-glass that created an illusion 
of social distance between teachers and community members. Lefebvre's (1991) concept of 
social space as, "a double illusion, each si de of which refers back to the other, reinforces the 
other, and hides behind the other" (p. 27), is helpful in understanding the plexi-glass metaphor 
of social distancing in this community. Qallunaat teachers' perceptions of a social distance are 
a double illusion that illustrates a distance between Inuit and Qallunaat. It is also a distancing 
between how teachers perceived themselves as both outsiders and insiders within Inuit 
educational contexts. Through conversations with teachers, 1 began to understand how the 
hidden aspects of this social distance illusion emerged for me as a Qallunaat researcher. 
During my work in this northern community, 1 observed how teachers were outsiders in 
the Inuit community and became outsiders with(in) their southern selves. These Qallunaat 
teachers, seeking direction within su ch significant cross-cultural tensions, were confronted 
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with profound existential issues. For example, many teachers started to question their place in 
their ho st community: "What kind of teacher am I? Why can't 1 succeed? What am 1 doing 
here? Why am 1 not able to access this community?" By listening to these teachers, 1 began to 
understand how conflicts in identity arose when teachers' attitudes did not match their 
perceptions of the kinds of persons they wanted to be and the kinds of community members 
they expected to be. 
Situating Inuit Community and School Contexts 
Nunavik is situated in the Arctic region of the province of Quebec in Canada. Covering 
more than 1/3 of the province's land surface, it is an administrative region created by the 
Canadian government to refer to the vast territory north of the 55th parallel mostly inhabited 
by the Inuit people. Although Naskapis, Cree and more and more Qallunaat also reside in 
Nunavik, 91 % of the population of Nunavik remains Inuit. The administrative region of 
Nunavik includes 14 villages isolated from one another. The villages range in population size 
from 159 people (Aupaluk) to over 2000 people (Kuujjuaq). With a growing population of 
close to 10 000 inhabitants, 75 % of the population of Nunavik is under the age of 35 (Astroff, 
2002). Bordered on the West by the Hudson Bay, on the North by the Hudson Straight and on 
the East by the Ungava Bay and Labrador, Nunavik ranges in geographicallandscapes, 
climates, languages and people. To physically locate this inquiry, in Map 1,1 present a map of 
Nunavik within North-America. 
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.r--. Map 1: Map of Nunavik within North-America (http://www.nunavik-tourism.com/) 
Nunavik is not accessible by land. There are no roads or train tracks leading so far North. 
Water and air transportation are essential to provide a link between the villages and the rest 
of the world. Photo 2 of a new teacher's arrivaI in Nunavik illustrates how new Qallunaat 
teachers are flown into their ho st communities in mid August. Teachers leave the community 
only in December when the y board the plane to return home for a two week holiday in the 
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Photo 2. ArrivaI In Nunavik (CM) 
South. Visiting teachers 
are literally "dropped" into 
their new teaching context. 
The only other way 
teachers can leave the 
community is by boat or 
snowmobile that would 
involve a day trip to the 
next closest village. 
In August, September 
and October when the waters are free of ice, sealifts also make their way to the communities 
to deliver large supplies of necessary products su ch as combustibles, construction materials 
and non-perishables. In the past fifty years, land transportation has greatly changed in the 
North with the introduction of snowmobiles, four-wheel Hondas and motorized water 
transportation. EIders reminisce about the recent past when they still traveled by dogsled 
teams, kayaks and summer canoes. However, the weather still determines the schedule of the 
journey and how teaching and learning unfold in northern communities. 
The Kativik School Board (KSB), which serves students from Kindergarten an the way to 
adult education in aIl 14 villages, provides education in Nunavik. The main language spoken 
is Inuttitut with English and French as second and third languages respectively. In most 
communities, students study in Inuttitut from Kindergarten to grade two. Beginning in grade 
three, students can choose to learn either French or English through immersion courses. 
Students learn the languages through content with periods dedicated to Inuttitut language and 
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culture throughout the week. The students who graduate from secondary five can choose to 
attend CEGEP in the South, enroll in an adult education course in one of the larger 
communities, or find a job in one of the communities in Nunavik such as working for the 
municipality or the school. 
ln Nunavik, education lies at the crossroads of the Inuit tradition al ways of life and the 
modern influences from the South. FormaI education lies at the heart of clarifying how the 
drastic and irreversible changes in the traditional Inuit lifestyle will affect life for future 
generations of Inuit children. Photos 3 and 4 illustrate how the rapid changes in Nunavik are 
interrupting the traditional ways of Inuit education. New southern "tooIs" su ch as 
snowmobiles, which have replaced dogsled teams, are affecting the directions of change in 
Inuit communities. These changes are aiso influencing the education al values that Inuit youth 
learn in and out of school. Consequently, Qallunaat teachers must also readjust their 
educational values to fit within the directions of change in the North. 
Photo 3. Dogsled Team (CM) Photo 4. Snowmobiles (CM) 
Academie underachievement of Inuit children and high drop out rates in northern schools 
are a great concern for every community. While there are an ever increasing number of Inuit 
teachers working in Nunavik, the majority are still Qallunaat. The high turnover rate of 
7 
Qallunaat teachers is an important contributing factor to the lack of suc cess of Inuit children 
in school. Teachers remain on average two years in their host communities and then leave. 
Nevertheless, this high turnover is only a symptom of a more profound malaise that has been 
identified by the Kativik School Board. Although Inuit community members are strongly 
committed to making the education of their children a priority, they are rarely able to build 
long-lasting relationships with Qallunaat teachers. Conversely, Qallunaat teachers who travel 
North with the genuine intention of helping and adapting to the Inuit culture sel dom succeed. 
There are many reasons why most teachers do not stay longer. Social distancing between 
Qallunaat and Inuit communities is a major, long existing problem that Inuit community 
members wish to explore. Long term and meaningful relationships between the members of 
these two cultural backgrounds are difficult to build. There is little support to help Inuit and 
Qallunaat understand this communication gap and, consequently, work toward possible 
solutions. As a result of this distancing, teachers and students feel frustrated in their attempts 
to relate to one another. 
1 define social distancing as the "spatial distance" that individuals or communities 
perceive between their social realities. It can also be explained as a lack of understanding of 
the other characterized by a process through which Qallunaat teachers and Inuit community 
members assign meaning and value to each others' actions without necessarily having a clear 
or accurate understanding of the other' s words and actions, and what the se signify (Bakhtin, 
1981, p. 257). 1 interpret words and actions to represent the signs or symbols that reflect 
Qallunaat teachers' understanding of the world as the y perceive it. Therefore, social 
distancing between Qallunaat teachers and Inuit community members stems from their 
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inability to interpret each others' semiotic systems. Consequently, they are unable to clearly 
orient themselves within each others' worlds and thereby enter each others' spaces. 
Since meanings are shared and negotiated within cultures, they reflect a perception of 
reality that is framed in a certain time and space. Bruner (1986) believes that "we construct 
many realities, and do so from differing intentions ... out of the myriad forms in which we 
structure experience ... through interacting with our social world ... " (p.158). Social 
distancing in the North is associated with teachers and community members assigning value 
to different ways of perceiving their experiences. Social distancing might also be understood 
as the perceived power differential between the two cultures. Social constructivist theorist 
Wenger (1998) argues, "the different forms of power in a society interact, sometimes 
reinforcing each other and sometimes creating spaces of resistance ... " (p. 284). Social 
distancing, therefore, cornes from a lack of common ground for negotiating meanings that are 
culturally located. Social distancing is due to a lack of understanding each others' different 
experiences. 
As Qallunaat teachers like David and Nena, try to position themselves within the multiple 
contexts of Inuit education, their southern perceptions and their northern experiences make 
them question sorne of the fundamental values that lie at the heart of who they are. George, a 
teacher participating in the project explains: 
The clash between our sense of educational culture and the one that exists here in the 
community ... it might be the biggest concern. (George, teacher, 2002-2003) 
Many teachers are aware that when they travel to Nunavik they must adapt to the educational 
contexts of Inuit education. But negotiating their values within cross-cultural contexts can be 
confusing. David's photo, as weIl as the reflections that follow, illustrate how many Qallunaat 
teachers struggle to negotiate their southern values within a northern context. Similar to the 
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photographs 1 use to situate the contexts of education in Nunavik for outsiders, David's photo 
illustrates how Qallunaat teachers are in fact no closer with the members of the Inuit 
community despite their physical proximity. In my inquiry of Qallunaat teachers, 1 argue that 
these teachers find themselves confused and at the intersection of resistance and hope with 
respect to their Inuit students' lives. 1 describe the nested contexts of northern education, and 
Qallunaat teachers' positionings within the multiple contexts oflnuit research and education. 
Positioning is a concept that post modern scholars use to refer to how individuals locate their 
multiple identities and subjectivities within a certain time and place. 1 see positionings as the 
"places" within which individuals such as Qallunaat teachers negotiate their identities within 
future possibilities. Harré (1994) explains that when individuals speak their positions are 
determined by others who attempt to decide "how reliable they believe the speaker to be" 
(p. 107). Harré argues that a position is, "a set ofrights, duties and obligations" that a speaker 
has "particularly with respect to ... social force ofwhat one may say" (p. 35). Individuals 
adopt "various positions within different discourses" and fashion "a unique complex of 
subjectivities" (Harré, p. 25). Individuals such as Qallunaat teachers can be positioned within 
certain spaces but they also position themselves within the multiple contexts oflnuit 
education. 
1 chose to return to the North to inquire about Qallunaat teachers' journeys to Nunavik 
because 1 wanted to better understand my place as a former Qallunaat teacher within the 
multiple contexts oflnuit education. 1 wanted to assist other teachers and their Inuit students 
to better understand the "glass walls" that prevent them from engaging in authentic and 
meaningful dialogue with self and others. As a young teacher, 1 had also traveled to a small 
community in Nunavik to attempt to learn about the Inuit People. During my two years 
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teaching in Nunavik, from 1995 to 1997, 1 learned a lot about myself as a southerner traveling 
to a northern community and developing relationships with members of an Inuit community. 1 
was motivated by my own experiences to find a space as a researcher where 1 could co-
construct cultural meanings and create shared understandings through dialoguing and 
communicating with Qallunaat teachers and Inuit community members. 1 de fi ne culture as a 
space within which individuals make meaning of their identities through the signs they 
perceive. Cultures can also be seen as ways of knowing, doing, believing and valuing (Yon, 
2002). 
Throughout the text, 1 use ltalies to draw attention to the shifting perceptions in guiding 
the process of inquiry. 1 emphasize excerpts from participants in Arialltalics to symbolically 
highlight the collective Qallunaat teachers voice conveyed through their comments. My 
vignettes and personal journal entries are presented in Times New Roman ltalies to highlight 
my own voice as conveyed in my academic and more personal writing. 1 define voiee as an 
expression of the self that is recognized or not recognized within a certain context and valued 
in a particular community. 1 draw from Bakhtin (1981) to emphasize that a voice is composed 
of multiple selves and it exists only in relation to others. When individuals speak, their voices 
become the means by which the y express their selves as inter-subjective and contextually 
situated. (Mueller, 2006)1 
1 have structured this textual inquiry into 6 chapters. In Chapter 1, Traveling to the North: 
Situating the Research, 1 situate my inquiry with Qallunaat teachers in Nunavik and present 
my Action Research Project. In Chapter 2, Walking on the Tundra: Locating the Contexts, 1 
J There are sorne parts of this dissertation that have appeared in Mueller, C. (2006). Creating a Joint Partnership: 
Including Qallunaat Teacher Voices within Education Policy.lntemational Journal of Inclusive Education. 10(4-
5), p. 429-447" [E.g.: Sorne photos and excerpts frorn teachers' cornments, my methodological and theoretical 
approaches and descriptions of the contexts of Nunavik and Inuit Education]. 
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locate the nested contexts of Inuit education and research. 1 then position Qallunaat teachers 
in Nunavik. In Chapter 3, Creating a Methodological Framework, 1 de scribe my 
methodological approach grounded in the Inuit tradition of storytelling to share Qallunaat 
teachers' perceptions of their experiences. 1 de scribe my Action Research Project and 1 
explain the data collection process and my data interpretation. In Chapter 4, Situating Identity 
in a Theoretical Framework, 1 situate the concept of identity within my theoretical 
framework. 1 then present my framework for understanding Qallunaat teachers' process of 
identity construction. In Chapter 5, Understanding Qallunaat Teachers' Journeys to 
Nunavik, 1 discuss my reflective understandings of Qallunaat teachers' perceptions of their 
experiences and highlight sorne of the changes that teachers go through throughout the 
course of a school year. In Chapter 6, Reflecting on Past Experiences, Shared 
Understandings and Recommendations, 1 reflect on my understandings of my process as an 
Action researcher, my research contributions, implications and directions for further study. 1 
conclu de with recommendations that focus on ways to facilitate the integration of new 
Qallunaat teachers within Nunavik and improve support for Qallunaat teachers as the y 
attempt to build cross-cultural relationships with Inuit community members. 
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CHAPTERI 
TRAVELING TO THE NORTH: SITUA TING THE RESEARCH 
Breaking the Ice 
Photo 5. Unknown Terrain (CM) 
1 remember walking on part of a lake ... It was late September. ft had frozen over -50 we 
thought- ... my friend and 1 went walking and the ice was cracking right between us and 
we heard with every step a new crack. And we would watch these cracks go - and it just 
made me think ... something is waiting to take us, there was no doubt about it because 
every time we stepped, it was another crack. And these cracks were not 6 inches long, 
they were 6 feet long. So we knew that if we moved in any direction there would be one 
more [and] one more ... And this became scarier and scarier ... And 50 10 and behold we 
look across the lake and there's people fishing at the campsite that we were headed to. 
And they were calling to us and we were shouting: "he/p, he/p, we might fall in herel". 
They started laughing. So 1 said "maybe we're scared of nothing, maybe we just need to 
keep going". So Jusipi crossed the ice with his skidoo ... and picked us up quicklyand 
whipped us back to shore ... "No problem" they just said: "you just have to move really 
fast". (Doris, former teacher, 2002-2003) 
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Doris, a former Qallunaat teacher in Nunavik, describes a time when she ventured out onto 
an unknown terrain and was afraid of falling through the cracks of the ice. Doris' story about 
her experiences as a new Qallunaat teacher in Nunavik is akin to the experiences of many 
new teachers who venture into the unfamiliar contexts of northern education, and sometimes 
break the ice in ways they might not have anticipated. 1 use Doris' story of crossing the lake 
as a metaphor for Qallunaat teachers' perceptions of their journeys to Nunavik. As outsiders 
in their new environment, teachers need to negotiate very cautiously their places as Qallunaat 
visitors. Like Doris, many Qallunaat teachers traveling to Nunavik enter uncharted 
landscapes of their identities as they attempt to position their southern perceptions of their 
northern experiences within the multiple contexts of Inuit education. 
ln this chapter, 1 situate my Action Research with Qallunaat teachers in Nunavik. 1 
pro vide relevant background to my inquiry. 1 present my research questions, goals and 
guiding princip les. 1 then outline an overview of my theoretical and methodological 
frameworks. 1 clarify my personal motivation for engaging in the inquiry and 1 introduce the 
Action Research Project. Throughout this chapter, 1 define the terminology that is central to 
my inquiry. 1 discuss and elaborate on these terms in subsequent chapters. For ease of 
reading, 1 also included a glossary of terms in Appendix 7. 
Defining the Terms 
Oallunaat is a term used by Inuit community members to refer to non-Inuit or outsiders 
like Doris, who typically travel from southern Canada ta work in their communities in 
Nunavik. 1 use the term Qallunaat in two ways: first, in a more general sense to refer to 
Qallunaat as outsiders, second, to refer to them specifically as southerners such as when 
describing teachers who travel from southern Canada to Nunavik. The terms Qallunaat and 
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southerner c1early illustrate teachers' position as outsiders in the North. Qallunaat, which 
can be translated as "thick eyebrows and big bellies" or "big hairy chest", is a comical 
description of non-Inuit that originated from contact with the first white men. 1 refer to 
Oallunaat teachers' identities as to how the y name, locate and experience their selves within 
the socially constructed realities of the North. Teachers' identities are in constant becoming 
and are affected by how they perceive their position in the Inuit community. Teachers' sense 
of belonging within their ho st community means that the y must feel engaged in their 
community. They must be able to imagine their place and feel recognized within their ho st 
community. 1 understand the concept of self as one's positionings with respect to their 
actions, reflections on and interpretations of the symbols the y perceive within their 
interactions with others in their past and present collective realities. 
1 define identity as the act of naming, locating and experiencing the selfwithin a socially 
constructed reality. 1 refer to subjectivity as the interdependent and situated "sense of self, 
conscious and unconscious, both as actor and as 'acted upon'" (p. 116) who moves with(in) 
social realities in an attempt to "produce sorne coherence and continuity" (Lather, 1991, p. 
118). Qallunaat teachers' identities define and locate their selves. Their subjectivities enable 
them to make meaning of their identities and locate themselves into a future space and 
develop a sense of agency. Agency is an individual's power to act or represent a self. Roles 
are defined by specific assumptions about how individu aIs will act and interpret their 
identities according to their multiple positionings. A space, is a place within which Qallunaat 
teachers' voices come to life and through which their existence is rendered meaningful. 1 
draw from Abram's notion of the land as a space which is an "active participant. .. in the 
human events that occur there" (1996, p. 162). A vision represents the ways in which 
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teachers define their identities through their perceptions of a reality framed within the 
dimensions of time and space and negotiated through their dialogues with others in specific 
contexts. 
Identity construction is a dialogical process by which teachers create, interrupt, question, 
deconstruct and relocate their views. Their views have been formed and informed by their 
past experiences. They accordingly adjust their lenses and realign their perceptions within 
present realities, and redirect their visions of future possibilities thus creating a new space for 
possible change in new communities of practice. Inter-subjectivity refers to the construction 
of identity that evolves out of the interpretation of symbols within individuals' perceptions of 
their interactions and relationships with others. 1 understand difference to mean the space on 
the other side of the borders that individuals negotiate as they attempt to define their 
identities. 
Drawing on the work of Maguire & McAlpine (1994), 1 use the term community to refer 
to a "collectivity of individuals" such as in a community of teachers, or when 1 de scribe 
people who have "a shared sense of belonging" such as in an Inuit community. Maguire 
defines community as "a social network of people who come together through their shared 
sense of belonging which is evident through their perceptions and behaviours, norms, 
routines and shared sense of values, beliefs and understanding" (2006, personnal 
conversation). In this inquiry, 1 refer to communities within communities. Nunavik is a 
political and geographical community. Within Nunavik there is the Inuit community. 
Qa1lunaat teacher communities are located within the Inuit communities in which they live in 
the villages of Nunavik. 1 use the term village for the physical or geographicallocation. 
Cultural perceptions refer to perceptions influenced and shared by a collectivity of 
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individuals (Bruner, 1986) such as in the case of the Inuit and Qallunaat communities, and 
structured by their participation within the se communities (Wenger, 1998). 
Locating the Qallunaat Teacher Voices 
When teachers arrive in the North, they must learn to communicate across cultural and 
linguistic barriers in an environment that is foreign to them. Teachers have to deal with many 
challenging issues such as high school drop out, teen pregnancy, substance misuse, family 
violence and suicide which are rampant problems in Nunavik. Most teachers, prior to visiting 
Nunavik, have sel dom encountered such problems. Dedication and good intentions are not 
enough to resolve such problems and the challenges they present. 
Many southern teachers in Inuit communities feel unprepared and unsupported in their 
efforts. Like Doris, when they wander outside their realm of experience many teachers are 
surprised by how their seemingly safe environment can catch them off guard and make them 
feel completely immobilized. These teachers feel powerless in the face of situations that 
seem totally out of their control. Like Doris and her friend who stood motionless as the 
cracks around them further confined their position, most Qallunaat teachers sit "within and 
across alienating borders" (Fine, 1999). Teachers reside within the community but they 
remain immobilized by the invisible "cracks" preventing them from accessing Inuit 
community members. As teachers break the ice, they sometimes seek guidance from Inuit 
community members to help them understand these uncharted landscapes. 
Qallunaat teachers work "in" the North but they are not "of' the North, and as such they 
become a minority. Teachers are insiders to the Southern school system but outsiders in 
almost every other way to the Inuit community. By locating Qallunaat teachers as outsiders 
inside the Inuit community, 1 locate my study at the intersection of the insider-outsider 
17 
concept ofresearch and education. (Geertz, 1983) The insider-outsider tension enables me to 
place the Inuit community of Nunavik as central, and consequently, Qallunaat teachers on the 
margins. As a minority in the North, Qallunaat teachers experience what it means to be 
"other". Like Fine (1999), I see others as, "that "we" who inhabit marginal space that is not a 
site of domination but a place of resistance" (p.70). In the contexts ofInuit education, both 
Qallunaat and Inuit community members inhabit spaces of otherness with respect to their 
multiple positionings. 
Describing the Positions on the Margins 
What first cornes to mind when attempting to describe contexts in northern education are 
the poignant emotional extremes ofbeauty and sadness, freedom and confinement, warmth 
and coldness, hope and deception, dominance and resistance. A more extensive description of 
these contexts is essential to understanding how Qallunaat teachers' southern "mainstream" 
cultural perceptions affect the social distancing between them and Inuit community members. 
By main stream culture, I mean "a set ofbeliefs accepted by most people in a community at a 
certain time". Maguire and McAlpine (1996) refer to mainstream as, "the dominant culture 
that mirrors and reproduces the values and norms of that dominant culture, thereby creating 
inequitable learning environments for culturally silenced, marginalized groups" (p. 236). 
In the context ofthis dissertation, I refer to imperialism as the ideological and cultural 
domination ofknowledge in which the so-called dominant culture, in this case Southern, 
aims to "civilize" the culture on the periphery, Inuit, by imposing their views. This 
imposition is most visible in Inuit education. An imperialist framework controls knowledge 
by appropriating and using Inuit knowledge to the benefit of southerners. In the pro cess, 
however, knowledge becomes distorted and used against the cultural community in which it 
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was found. Smith (1999) refers to imperialism as a "system of control" (p. 21) that allowed 
Europeans economic, political and cultural expansion without any consideration for the 
cultural communities being colonized. In trying to break with this tradition, 1 wanted to 
explore with Qallunaat teachers sorne oftheir perceptions oftheir embodiment within the 
colonizing structures ofInuit education and share these with Inuit community members. 1 
define colonialism as a range of beliefs and practices carried out by a political and economic 
power such as the Canadian government or the Christian missionaries to extend their 
influences over a people, such as the Inuit, on a territory which they want to daim as theirs. 
Smith describes colonialism as, "imperialism's outpost ... cultural sites which ... represented 
an image ofwhat. .. 'civilization' stood for" (p. 23). Colonial practices involve imposition of 
the colonial power' s languages and cultures. Although imperialism and colonialism are often 
lumped together because they both involve the subjugation of others, they are not 
synonymous terms. Imperialism can be interpreted as a policy to extend control or power and 
is therefore broader than colonialism as it indudes control applied both formally and 
informally through pressure from the empire. 
Post-colonialism refers to a body oftheoretical works attempting to understand 
colonialism and its impact on how individuals perceive different forms of knowledges as weIl 
as making an effort to decentralize knowledge. (See for example, Memmi, 1969; Said, 1978; 
Bhabha, 1994) Post-colonialism off ers a space in which history of discrimination is 
acknowledged, challenged and explained from different perspectives or what Smith (1999) 
describes as "writing from the margins" (Smith, p. 23). It is a critical approach to 
understanding the processes by which colonizers have assumed the subjugation of others. 
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The pro cess of decolonization denotes colonies gaining independence from their colonial 
power. In "breaking-up" with their empire, colonies seek self-determination. However, 
decolonization often involves the integration of the colony with the colonizing power. Such 
is the case for Inuit community members who have attempted to work within the Canadian 
governmental economic, social, political and administrative structures. Decolonization 
therefore involves the deconstruction and decentralization of the power structures that 
perpetuate social injustice that colonized people suffer in and out of their communities. 
Cultures are neither homogenous and static nor c1early defined. In post-colonial discourses, 
the colonizer-colonized divide is blurred and different forms ofknowledges travel within and 
across cultural boundaries. Although the process of decolonization has begun in Nunavik, the 
impact of colonization cannot be underestimated. It has plagued Inuit communities with a 
number of social, economic, political, environmental and educational challenges among 
which are the problems associated with and leading to high levels of academic 
underachievement in Inuit youth. Underachievement is a colonial frame of reference, 
standard and criterion by which colonizers judge others. 
Exploring the Shared Spaces between Qallunaat Teachers and Their Inuit Students 
Young Inuit children living in unstable circumstances need to build relationships with 
Qallunaat teachers who typically do not understand the children either linguistically or 
culturally. Furthermore, Qallunaat teachers are not likely to stay in the North long enough to 
develop the se important teacherlstudent relationships. There are many standard responses to 
why teachers only stay in the North for relatively short periods oftime: Qallunaat teachers 
were not raised in the North; they miss their families and friends; they perceive teaching Inuit 
students as too difficult. From my own experiences teaching and researching in Nunavik, 
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however, there are other significant reasons that may influence a teacher' s decision to leave 
the North. 
Qallunaat teachers who are new to the North experience significant shifts in their 
identities as they settle into their new communities. At times, they face unique and quite 
challenging changes in their perceptions oftheir personal and professional roles in their host 
communities. Despite many efforts to facilitate the integration of new Qallunaat teachers in 
Nunavik, little evidence exists that documents the profound social distancing between 
southern teachers and Inuit community members and its implications for Inuit education from 
the particular lived experiences of Qallunaat teachers. Since Qallunaat teachers who teach in 
the North are at the forefront of educational development in Inuit communities and are hired 
to work with the members of the communities of Nunavik to work towards self-government, 
it is crucial that school boards responsible for northern education such as the Kativik School 
Board (KSB) understand teachers' experiences from the teachers' perspectives. 
In the next excerpt from an interview, Tara highlights sorne of the challenges associated 
with her experience teaching in Nunavik. She begins with a story about meeting a polar bear 
on the tundra. She also recounts sorne of the challenges she faced as a Qallunaat teacher 
through her experience confronting the suicide of a student and shares her perceptions of life 
in the North: 
Advice for new teachers ... Don't go running alone in the tundra because you might meet 
a polar bear ... 1 was really hoping to see a polar bear but from inside through a 
window ... 1 went for two runs that year. The second time 1 met a polar bear. It was quite 
close to the community just by the airport. The road leading to the airport went right by 
my house. The polar bear was between the two buildings standing up on the back of the 
police truck ... 1 just kind offroze and two people came out of the airport [distracted the 
bear] and ran back in. Within a few minutes ... one of the two people came [back] out. He 
was one of the people [1 played volleyball with]. The next day 1 wanted to see him to 
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thank him for saving my life ... 1 found out the next year in September when 1 was back 
South that he had committed suicide ... It was just really sad you know .... He was 28 ... 
He was a smart, good looking kid and wellliked, it seemed. Vou could see he had ail 
kinds of potential ... 1 guess he didn't see it ... [When teaching in the North1 we talked 
about [suicide1 often ... [The Inuit1 seemed to sort of sweep it under the rug, "Ah no he 
had an accident" ... but never, "he committed suicide". It was not an accident, he chose 
to do that. If it's a problem, it's got to be dealt with ... Ifthey can't talk about it, if nobody 
can acknowledge it then it is a problem ... 1 remember somebody pulling out a picture of 
a group of people [in a photo album in the staff room1 and asking an Inuit teacher about 
the people in the pictures and [this teachersl grandchild had committed suicide and he 
was in the picture ... 1 guess she hadn't seen that [picture1 and she just started whaling ... 
The way they cry it is not like crying in the South. It is full body, rit is deep1 from the pits 
of the earth it seems ... But 1 don't think that is something [we1 can understand. (Tara, 
teacher, 2002-2003) 
Like Tara, many teachers travel to Nunavik hoping to see polar bears and learn about Inuit 
culture. However, during their stay in their host communities, teachers encounter challenging 
situations beyond their imagination and for which they feel totally unprepared. 
So how might the KSB help prepare new Qallunaat teachers for their assignment in 
Nunavik and better support them throughout their stay in their Inuit host communities? To 
better understand what teachers need in terms of preparation and support, the KSB allowed 
me to speak directly with teachers about their perceptions of their experiences in Nunavik. 
Much has been written in the literature about cultural differences between Aboriginal 
populations in Canada and the main stream society and how this affects the educational path 
of Aboriginal youth. There is also an emerging body of literature that attempts to explain the 
distancing between main stream society and Aboriginal peoples and more specifically 
Qallunaat teachers and Inuit community members. (See for example, Crago, Annahatak & 
Ningiuruvik, 1993; Dorais, 1997; Maguire & McAlpine, 1996; Stairs, 1991; Taylor, 1990 & 
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1997; Tompkins, 1998). Rowever, to date, very few have addressed the challenges 
experienced by main stream teachers working in Aboriginal communities. (See Rines, 1958; 
Thomas, 1984; Rupinder, 1987; McAlpine, & Crago, 1995; Tompkins, 1998; Stocek, 1998; 
Mueller, 2001; Stonebanks, 2005) Most importantly, to my knowledge, nothing has been 
written about Qallunaat teachers' experiences in small Inuit communities from the teachers' 
perspectives. 
The Action Research Project 
Using a narrative inquiry approach within an Action Research framework, 1 explored 
sorne of the concerns that a group of Qallunaat teachers faced when they left their homes in 
the South and settled into a Northern Community. More specifically, 1 describe sorne of the 
challenges that new teachers faced as they tried to integrate into their Inuit host communities. 
For example, consider the following excerpt in which, Carina, a new teacher with the KSB 
recounts her journey to Nunavik: 
1 went to a job fair in my community ... 1 had heard before that people who have gone to 
the North really loved it or hated it. The people that really hated it just had a bad attitude 
to start with. ft sounded like fun. It was a/so a way that 1 could get experience without 
having a huge c/ass ... Within a couple of weeks 1 got this cali from a principal [in the 
North] ... 'We really need a substitute teacher right now, can you come?" ... 1 had four 
days to prepare. 1 packed up five boxes to ship my personal effects. 1 was not sure what 
would be there and what would not be there ... 1 arrived in Montreal and 1 flew up ... 
[When] 1 got to Kuujjuaq ... The first thing 1 noticed were the women carrying babies 
around in their hoods and 1 thought it was so cute. The babies we just so expressive just 
looking out at you. Another thing 1 noticed was that everybody seemed to know each 
other in the airport ... And then everybody got on the plane [again). It was quite 
crowded ... They landed [in my host community] and 1 didn't see a village ... ail 1 saw was 
the bay and some rocks and 1 thought, lino trees" ... It was quite a shock because 
wherever 1 went there was always at least a few trees ... The principal met me fat the 
23 
airport] ... As we drove from the airport, [the principal was] pointing the landmarks ... the 
arena ... the water treatment plant ... the municipality office ... a nursing station ... [The 
principal showed] me her house and then 1 arrived at this white house [my house] where 
1 unloaded my stuff ... 1 was living on the main street ... [Then] we went to the school ... It 
was such a small school compared to ail the other schools 1 had been in ... 1 had a day to 
prepare and figure out what the kids would learn and had learned before ... Their 
[previous] teacher had a medical crisis ... He had been [in the South] for 6 weeks 
already. The kids were ail out of practice in going to school. 1 had a few letters from [a 
pedagogical counselor] at the board and she said, "Get them back into a routine and 
back going to school". .. (Carina, teacher, 2002-2003) 
Carina was very positive and enthusiastic about her new job. However, many challenges 
would lay ahead for her in the months that would follow. In fact, most teachers like Carina 
who traveled to Nunavik, despite their good intentions, left shortly after their arrivaI often 
feeling worn out and defeated. Why? ln this dissertation 1 explore sorne of the tensions that 
might lead Qallunaat teachers to leave the North. 
ln constructing this Action Research Project, 1 traveled to the North to converse with 
Qallunaat teachers about their perceptions of their experiences. 1 spent 183 days in Nunavik 
speaking with and listening to Qallunaat teachers, pedagogical counselors, principals and 
Inuit community members who shared their perceptions of their experiences. 1 attended the 
Orientation Week for new Qallunaat teachers in one of the Inuit communities on the Hudson 
Coast in August, 2002. 1 then followed two new teachers to their host community on the 
Ungava coast. 1 spent most of the school year, from August 2002 to July 2003, in this 
community conducting a collaborative Action Research Project with Qallunaat teachers and 
Inuit community members. Throughout my year in the North, 1 had the opportunity to travel 
to other communities in Nunavik and interview teachers, principals and pedagogical 
counselors during Professional Educational Development Days, in October 2002, as weIl as 
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the yearly Administrative Meetings, in February 2002. Before traveling to the North in July, 
2002, 1 also interviewed former Qallunaat teachers to inquire about how their experiences in 
the North had changed their perceptions oftheir positions as Qallunaat teachers. 
Background to the Inquiry 
My desire to engage in a collaborative Action Research Project with members of the 
Nunavik community stemmed trom my previous teaching experiences in the North. After 
graduating trom McGill in 1995 with a Bachelor of Education, 1 moved to a smaU Inuit 
village of 250 people, on the Ungava Bay coast, where 1 taught French and English for two 
years. These experiences provided me with the opportunity to explore my sense of 
responsibility, creativity and commitment to social justice as 1 embarked on my first years of 
teaching, developing and applying a teaching pedagogy in a cultural context quite different 
trom my own. Yet, it also made me aware of my own privileges and limitations as a young 
Qallunaat woman teaching in a small Inuit village. My expectations for the children' s success 
in school were idealistic and caused me to demand too much of them at times. 1 was not 
aware ofhow my own privileges affected my worldview and consequently, my narrow 
perceptions of my students. By worldviews, 1 mean the frameworks through which 
individuals perceive and interpret their worlds and interact with(in) them. Life worlds are the 
"realities" within which individuals experience their lives. In order to communicate and to 
identify with one another, 1 felt it was necessary to learn to respect each other's social 
contexts and to try to understand each other' s worldviews through the relationships we were 
attempting to construct. But how could 1 respect my students' social contexts and their 
worlds when 1 could not even identify them? Feeling confused, frustrated and misrecognised 
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in my efforts to teach Inuit children, 1 felt 1 needed a break and made my decision to leave 
the North. 
ln the fall of 1999, after teaching ESL in Japan and traveling throughout South-East Asia, 
1 retumed to Mc Gill University as a Masters student in what was then the Department of 
Culture and Values in Education. 1 was hoping to gain new insight through research and, at 
that time, 1 hoped to broaden my theoretical awareness of the challenges and struggles 
encountered during my initial teaching assignments in the North and in Japan. For my 
Masters thesis, "The Piecing of Identity: An Autobiographical Investigation of Culture and 
Values in Language Education" (Mueller, 2001), 1 examined issues of language and identity 
that centered around my roles as a language leamer and teacher. Using an autobiographical 
narrative methodology, 1 investigated questions about language and identity. By writing a 
reflective comparative analysis of my teaching experiences in Nunavik and in Japan, 1 was 
able to validate my observations and make sorne recommendations for the improvement of 
second language teaching and teacher development in multicultural contexts. However, my 
MA work prompted me to look beyond my own experiences. 1 realized that in order to 
understand second language teaching in cross-cultural contexts, it was essential to reflect on 
other teachers' positionings and attitudes as main stream teachers in their host communities. 
What drew me back to the North rather than to Japan to further explore other teachers' 
perceptions of their teaching experiences in cross-cultural contexts was the particular context 
of Inuit education. The Inuit of Nunavik have been completely uprooted from their traditional 
ways of life and are struggling to define their cultural identity against the onslaught of 
southem main stream culture. Southem mainstream teachers traveling to Inuit communities 
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are faced with the challenge of adapting to a cultural context where people are living through 
the disempowerment associated with imperialism and colonization. 
Through this Action Research Project, 1 wanted to enhance the educational opportunities 
of Inuit youth by exploring how the KSB might facilitate the transition for Qallunaat teachers 
who are new to the North and assist them in building effective cross-cultural communication. 
Through the interconnection of my roles and experiences as a language learner, teacher and 
researcher, 1 aim to integrate the theoretical and practical needs of teacher education in the 
North. 
Research Questions, Goals and Guiding Principles 
When 1 initially wrote my proposaI for KSB, 1 was aware that my study would need to 
include recommendations for Qallunaat teachers. My analysis has therefore been guided by 
specifie needs that the members of KSB and 1 feH were essential to better understand 
Qallunaat teachers' perceptions and the social distancing between Qallunaat and Inuit 
communities. 
Initially, three overarching questions guided my process of inquiry: 
1. What are the relationships between Qallunaat teachers and Inuit community 
members? 
2. How do Qallunaat teachers perceive their roles wh en teaching in the North? 
3. What attitudes of Qallunaat teachers contribute to their being a constructive and 
effective force in the North? 
Over the course of the project my research questions have shifted. 1 have come to realize that 
through this inquiry, 1 wanted to further explore the following questions: 
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1. Why is there a profound social distancing between Qallunaat teachers and Inuit 
community members in Nunavik? 
a. What is the nature of the relationships between Qallunaat teachers and Inuit 
community members? 
b. What causes this social distancing? 
c. How might this social distancing be addressed? 
2. How do Qallunaat teachers perceive their roles and positions when teaching in 
Nunavik? 
a. How might these perceptions be problematic? 
b. How might their roles and positions be problematic? 
c. Do their perceptions change over time? How? Why? 
d. What causes the changing perceptions of Qallunaat teachers in the North? 
e. How do Qallunaat teachers' perceptions affect their teaching and consequently 
their daily lives in the community? 
With these questions in mind, 1 drafted my interview questionnaires and wrote my letter of 
consent to present my project to participants. These questions have led me to find an 
approach to research that reflects my educationai values and that is aiso respectfui of Inuit 
ways. This approach is Action Research. 
Theoretical and Methodological Frameworks 
Action Research is the theoretical, methodological and pedagogicai framework 1 used to 
engage in a collaborative qualitative project with members of the Kativik School Board. 
When 1 initially applied to the PhD Pro gram in 2001, 1 proposed a qualitative ethnographic 
study of Qallunaat teachers in the North because 1 wanted to inquire about other teachers' 
perceptions of their experiences in Nunavik. 1 wanted to conduct a research project in the 
North conversing with other Qallunaat teachers over the course of one school year to see if or 
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how their perceptions might change over an extended period of time and how this might 
influence their decision to stay or leave the North. On a more personallevel, 1 was looking 
for a community to share my views and my experiences of teaching in cross-cultural 
contexts. 
From my teaching experiences in the North as weil as more recent conversations with 
various members of the KSB, 1 knew that the issues 1 raised in my inquiry were also issues 
which the KSB wanted to address. 1 viewed this inquiry as a way to pursue my desire to work 
with the Inuit community instead offor them. The question thus turned to how members of 
the KSB would like to frame and address these issues. My specifie goals in returning to the 
North were to work collaboratively with both present and previous members of the Nunavik 
Community and the KSB: 
1. To better understand what Qallunaat teacher voices reveal about why there is 
profound social distancing between Qallunaat and Inuit in Nunavik. 
2. To explore Qallunaat teachers' perceptions oftheir experiences and see how these 
change over time. 
From my readings ofFreire (1970),1 believe that as researchers, we must engage in "a 
pedagogy which must be forged with, notfor, the oppressed". Thus, 1 understand that as an 
advocate of Action Research, my role is not one "of explaining to, but rather dialoguing with 
people about their actions" (Freire, 1970, p. 48-53). As a former Qallunaat teacher and 
presently a researcher, 1 traveled to the North to seek conversations with people like me who 
struggled with issues like 1 did in my first two years of teaching in Nunavik. 
Recent trends in qualitative research include Ethnographie Studies, Action Research and 
Participatory Action Research (PAR). Ethnography is a methodology that emerges from the 
discipline of anthropology. Ethnographers usually intend to describe and interpret cultures with 
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an emphasis on "first hand field study" (Schwandt, 1997, p. 44). There are man y intellectual 
traditions within ethnographic studies as for example traditional ethnography a la Malinowski, 
symbolic interactionism such as Harry Wo1cott's (1987) work that explores how individu ais 
and communities interact, and critical ethnography such as Robert Wutthnow's work (1984) 
that seeks to go one step further than exposing the problem by attempting to transform the 
status quo. 
Action Research and PAR are research methodologies that seek social change and lor 
political change. Action Research and PAR are sometimes used synonymously. However, PAR 
evolved from Action Research. Social psychologist Kurt Lewin coined the term Action 
Research in 1946 wh en attempting to combine an "experimental approach of social science 
with programs of social action to address social problems" (Schwandt, 1997, p.1). Action 
Research is a type of research in which individuals plan, act, observe and reflect on certain 
social problems within their environment through a spiral of steps to improve their knowledges 
and practices within the contexts in which they live. Existing social problems that directly 
affect the lives of the se individuals serve as the impetus for change through Action Research. 
(Reason & Bradbury, 2001). 
PAR is a particu1ar type of Action Research that prioritizes "the p01itics and power of 
knowledge production and use" (Schwandt, 1997, pl12). Schwandt explains that PAR 
researchers, "typically work with groups and communities experiencing or subject to control, 
oppression, or colonization by a more dominant group or culture" (p. 112). He describes three 
characteristics that distinguish PAR from other types of Action Research: "its participatory 
character", "its democratic impulse" and, "its objective of producing both useful knowledge 
and action as weIl as consciousness raising - empowering people through the process of 
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constructing and using their own knowledge" (p. 112). Veroff (2002) identifies PAR as "an 
overarching structure for doing collaborative research based on praxis of change ... [which] can 
be a powerful way to share experience, build connections, eliminate barriers by transcending 
differences, and engage the whole pers on in a process of self-discovery and cultural recovery" 
(p. 1273). Park, Brydon-Miller, Hall and Jackson (1993) call PAR a "politico-pedagogic 
instrument. .. most closely aligned to the natural process of social movements" which grew out 
of the initiatives of groups in dominated nations who were trying to resist colonial and neo-
colonial research methods (foreword). Located at the intersection of social change and the 
negotiation of self through self-reflection, 1 see PAR as a community based approach to 
research in which the knowledge, beliefs, opinions and voices of the people in the research 
context become central throughout the entire process of the project and their initiatives guide 
the process of change. In my inquiry with Qallunaat teachers, 1 used the tools of ethnography to 
do an Action Research Project with Qallunaat teachers in the North. My Action Research is 
grounded in many of the ideals and epistemological principles of PAR. 
In choosing to conduct a narrative inquiry within an Action Research approach, 1 was 
guided by the following epistemological principles that are interconnected with my two 
research goals: 
1. Personal stories enable teachers to situate themselves within particular social 
contexts and understand rather than justify their experiences. 
2. Teachers' personal and professional identities are constructed and negotiated 
through their teaching and their emerging identities affect how they see their 
different roles. 
Drawing on the works of Bakhtin (1981), Vygotsky (1962), Bruner (1986) and others, 1 see 
the conceptual framework of my study not as something that 1 will find "out there". Rather, 
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my views are constructed through my interactions with others in a certain context. For 
Bakhtin, human consciousness does not develop only internally but through individuals' 
interactions and negotiations with the different contexts the y encounter. Living and speaking 
with my research participants has enabled me to be immersed within their teaching contexts. 
Vygotsky explains that, when individuals develop their thoughts the y do not do so "from the 
individual to the socialized, but from the social to the individual" (1962, p. 20). Therefore, 
dialogue does not depend only on words but also on individuals' shared contexts. In reality, it 
is only by engaging in social practices through these shared contexts that meaningful or 
authentic dialogue may flourish. Similarly, l see narrative inquiry as a way to create 
dialogical spaces within which Qallunaat teachers' stories could emerge. l view narrative as 
fundamental to the psychological and cultural realities with(in) which teachers live. 
According to Bruner (1986): 
we embellish our hard-core annals, convert them into chroniques and finally into 
narrative histories ... and thereby we constitute the psychological and cultural reality in 
which the participants in history actually live. In the end, then, the narrative and the 
paradigmatic come to live side by side. AlI the more reason for us to move toward an 
understanding of what is involved in telling and understanding great stories and how it is 
that stories create a reality of their own - in life as in art". (p.43) 
An Action Research Project has enabled me to reflect with the Qallunaat teachers on their 
experiences from their own perspectives and their stories as "teachers" who work within a 
northern context. 
Using photography within the context of Action Research created an opportunity for 
teachers to retell stories that they had constructed throughout their time spent in the North. 
The power of photos, according to Brinton Lykes (1999) "is unlike any other forms of 
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~ .. communication as it is universally comprehensible and accessible, and can be used to 
facilitate discussion, document experience, and facilitate critical analysis of social reality and 
problem solving" (p.217). 1 used photovoice to tap into Qallunaat teachers' perceptions of 
their experiences. Photovoice is a means for participants to use cameras to document their 
experiences, reflect on their perceptions of these experiences and create shared 
understandings. The goal of photovoice is action. Photovoice is based on participants' 
concems with their present situation and leading to possible social change. By reflecting on a 
few specific photos, teachers highlighted sorne of the complexities involved in teaching in 
the North. The contexts within which Qallunaat teachers told sorne of their stories were 
represented and fore grounded in their photos. Participating teachers' photos throughout this 
text are accompanied by their commentaries excerpted from the weekly group conversations. 
ln the excerpts, the se teachers describe the ways in which their photos are intended to be 
viewed. By including sorne of my own photos in this text, 1 wish to "invite new ways of 
seeing" (Pink, 2001, p. 127).1 use both a "realist" and an "expressive" approach to 
photography to pro vide evidence and to support and illustrate my written points as weIl as 
question and arouse curiosity about the North (Pink, p.126-127). To avoid confusing 
participants' photos with the photos 1 took, 1 label my photos with my initiaIs (CM). 
In this project, 1 focused on the ways in which Qallunaat teachers came to view their roles 
as southem teachers and how their perceptions affected their decisions to retum to or resign. 
These teachers' stories about their lived experiences in an Inuit village may help newcomers 
to make sense of their new situation, to understand their own position within their respective 
communities, and deal with the sense of isolation sometimes associated with living in the 
North. 1 use isolation in Taylor's sense to refer to individuals feeling lonely, misunderstood 
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.~. or misrecognised (Taylor, 1991) wh en moving to a new community and confronting their 
positions as "outsiders". 
Through conversations, interviews, group discussions, participant observations, informaI 
visits with community members and visual tools such as photographs, 1 aimed to understand 
how a selected group of Qallunaat teachers respond to the uncertainties of teaching in the 
context of the North and being immersed in a new set of cultural practices, values and 
beliefs. 1 wanted to understand how Qallunaat teachers' perceived isolation contributed to 
their social distancing within an Inuit community. 1 wondered about many issues. Why were 
there difficulties in communication between Qallunaat and Inuit? Could the sense of isolation 
be linked to these Qallunaat teachers' positionings as outsiders in the community? Was there 
something problematic with the attitudes of these teachers that caused them to insulate 
themselves and eventually drive them out of the community? Were the y ill prepared to deal 
with numerous new challenges associated with teaching and learning in the North? If many 
teachers were worn out and ready to go home by the time they finally started to adjust to life 
in the North, was there not something KSB could do? 
Personal Motivation 
As 1 reflected on these questions and tried to weave together the different threads of this 
Action Research Project, 1 realized that it was extremely difficult to explicitly articulate my 
reasons for wanting to engage in this doctoral project with the Inuit Community of Nunavik. 
Yet, 1 was determined to persist. When 1 revisited the North, 1 became clearer about what 1 
was searching for. 1 conceptualize the word revisit in terms of both past and present 
memories of my experiences with the Inuit and of my changing reflections on these 
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memories. Having one foot grounded in the swampland of theory and the other stepping out 
toward the vast, unknown and contemplative landscapes of the North, 1 often felt lost in the 
realms of abstraction and of imagination. Yet, 1 held on to a thread of clarity that seemed to 
be driven by a desire that 1 could not easily or always explain and challenged my own 
identity as a researcher and human being. 
ln situating the concept of identity within a constructivist and post-structural theoretical 
framework, 1 wanted to see how the theoretical arguments 1 drew from could be meaningful 
at a practicallevel through my actions and interactions with "others" in the specifie contexts 
of the North. My descriptions of the contexts of northern education and research and my 
conceptualization of the theoretical frameworks in which 1 situated the identity of Qallunaat 
teachers emerged from my encounters and conversations with people in exploring how Inuit 
and Qallunaat communities might begin to create shared understandings. 
For Friedman (1998), "as an ongoing process of formation and re-formation, identity 
depends centrally upon narrative, whether it is an effect of rootedness or routedness" (p. 
153). As individuals construct their identities, their past journeys converge with their future 
plans. For Bakhtin (1981), it is within this shared space in which identity emerges that 
"belongs the meaning that shapes [and organizes] narrative" (p. 250). Narrative has, 
therefore, served as the naturallink between my theoretical and methodological frameworks. 
It played an essential role in creating a space where relationships were buiIt between 
Qallunaat and Inuit communities and in empowering them. Thus, 1 conceptualize narrative as 
a space with(in) which Qallunaat teachers came to make meaning of their experiences in the 
North. 
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Throughout this dissertation, 1 use personal vignettes and excerpts from participants to 
represent the different voices that emerge. By vignette 1 am referring to the carved out pieces 
of narrative (Fine, 1994) that 1 use to illustrate my arguments. As my reflections are 
interwoven with the vignettes that 1 present, 1 use the dated entries of the vignettes taken 
from my journal entries to express the chronological order of the narrative. 1 use the term 
excerpt when quoting participants in the study. AlI excerpts are taken from interviews unless 
1 indicated otherwise. The different types of letterings and fonts 1 use draw attention to the 
idea of research as dialogue and multiple voices; dialogues between myself as former 
teacher, current researcher as weIl as dialogues between myself as participant researcher and 
participants as teachers. 1 use a variety of fonts and lettering styles throughout this discussion 
to convey these different voices. Excerpts from participants are emphasized in Arialltalics to 
symbolically highlight the collective Qallunaat teachers voice conveyed through their 
comments. For example, in the next excerpt a teacher reflects on the commonalities he 
perceived with other teachers' photos: 
/ enjoyed seeing commonalities in interpretations of photos especially from [teachers] 
from another village ... / have a lot of the same sort of theme photos ... everyone ta/king 
about their photos reminded me of how fresh everything was for me and how untainted / 
guess my vision of the North was when / first got here. (George, teacher, 2002-2003) 
1 present my vignettes and personal journal entries in Times New Roman Italics to highlight 
my own voice as conveyed in my academic and more personal writing. For example, in the 
next journal entry, 1 recount a conversation that led me to a new understanding of Qallunaat 
teachers' identities: 
During a priva te meeting in Kuujjuaq that followed the presentation of my initial 
progress report to the administrators of the Kativik School Board (KSB) in Kangirsujuaq 
in F ebruary 2003, 1 was asked by the assistant director general of the school board to 
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work with members of KSB to help Inuit community members crea te a vision for the 
education of their youth ... At the end of our meeting, the assistant director generalleaned 
over, took my right hand and gently placed her left arm on my shoulder, inspired a deep 
breathfrom my cheek, like an Inuit mother affectionately smelling (or kissing) her child, 
and strengthening the bond between us through her gesture. This gesture symbolized for 
me the creation of a shared space within which the deeply rooted Inuit identity opens the 
door to a dialogue with the identity of Qallunaat teachers. (Journal, 25-02-2003) 
The vignettes and personal journal entries emphasize my former teacher and current 
researcher voice. Teachers' excerpts as weIl as my vignettes and personal journal entries are 
in Italics because they were central to this inquiry. They highlight participants and my 
shifting perceptions in guiding the process of inquiry. 
AlI names of people have been changed to respect anonymity. 1 use pseudonyms when 
citing comments from QaIlunaat and Inuit participants in this Action Research inquiry. 1 also 
use pseudonyms of Inuit community members who are discussed in the excerpts and 
vignettes. Any resemblance to actual names is coincidental. Anonymity raises complex 
questions when working in the North. Nunavik is a smaIl community and people can easily 
be identified. 1 coded excerpts using pseudonyms and their titles su ch as: new teacher, 
teacher, pedagogical counselor, principal,former teacher and, Inuit community member. 
Since aIl interviews were conducted from July 2002 to June 2003 the school year during 
which 1 conducted interviews, 1 dated aIl excerpts as 2002-2003. In my text, 1 contextualized 
the excerpts so that readers could better understand the period at which excerpts were shared. 
Although 1 conducted interviews in French and English, 1 translated aIl excerpts and present 
them in English only because it would be easy to identify participants. However, although 1 
attempted to ensure anonymity of participants, 1 realize that readers may make inferences 
about certain comments. 
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The teachers' commentaries 1 recorded are interwoven throughout this dissertation text. 1 
have attempted to follow the course of a school year from the moment teachers receive their 
"acceptance" to teach until they leave for their summer holiday. These commentaries are 
combined with my own personal narratives as weIl as stories, photographs and reflections 
shared by those whom 1 encountered during my time in the North during the Action Research 
inquiry. To protect the anonymity of participants and community members 1 have not 
included sorne photos in this dissertation. In sorne photos, 1 blurred out the faces of people 
when 1 felt that they could be identified 
Rather than paint a "complete" picture of the North, 1 include visual and textual pieces 
that have broadened my understanding of Inuit education and prompted me to look beyond 
what is immediately noticeable. 1 use photographs and vignettes throughout the text to situate 
the historical contexts within a present reality and to illustrate how seemingly remote 
contextual descriptions are key to understanding Qallunaat teachers' multiple positions in 
northern education and research. The assembled pieces in my text also reflect how northern 
life also feels to me disjointed and incomplete at times. For Linda Tuhiwai Smith (1999) 
fragmentation does not emerge from a post-modern attempt to explain a phenomena, "for 
indigenous peoples fragmentation has been the consequences of imperialism" (p.28). 
ln the next vignette, 1 tell a story about my encounter with fragmentation in the North. 1 
express how fragmentation becomes a lived reality for both Inuit community members and 
Qallunaat teachers in Nunavik. 
Vignette 1: Encounter with Betsy, serves to illuminate sorne of the reasons for drawing 
me "back" to Nunavik to look for answers to sorne of the questions 1 raised. The vignette is 
significant because it lies at the heart of both my methodological and conceptual frameworks. 
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Seeing as in the North, 1 could not always rely on words to build relationships with members 
of the Inuit community, in this vignette my thoughts appear first as images. In Photo 6, Betsy 
and her husband were making tea on the lake as part of community win ter games. Betsy was 
dressed in her beautiful hand-made Parka. In Photo 7, Betsy was sitting with the Matriarchs 
of the community in front of the new daycare for the opening celebration. In Photo 8, Betsy 
went up to collect her prize in the school gymnasium for her ten years of service with the 
Kativik School Board. 
The contrasts and contradictions in the photos as seen through the objects and the people 
surrounding Betsy, the clothes she wore and the settings she was a part of, highlight the 
divergence of worldviews inherent in Betsy's life. The multiple clashes in cultures were 
realities very much present for both Inuit and Qallunaat living in northern communities. As a 
new Qallunaat teacher, 1 navigated through the contradictions and tried to find my way, 1 
relied upon others in my surroundings as sounding boards to my perceptions. 
Photo 6. Making Tea (CM) 
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Photo 7. Cutting the Red Ribbon (CM) 
Photo 8. Celebrating Ten Years of Service (CM) 
Vignette 1: Encounter with Betsy: Breaking the Distance, Meeting the Other, 
Building Trust and Creating Community 
1 met Betsy in 1995 in the hallway of our school du ring one of my first weeks of 
teaching in a small Inuit village on the Ungava coast of Northern Quebec. 1 had 
graduated from McGill University the previous Spring and was on my first teaching 
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assignment, in Nunavik. 1 was 22 years old at the time. Betsy was one of the two full time 
janitors at Issumasaqvik school. This community school run by the Kativik School Board 
catered to a hundred and twenty students from kindergarten to secondary five. Ali 
students studied in Inuttitut and beginning in grade three, in English or in French. 
As one of the older matriarchs in this community, Betsy was a weil respected mother, 
grand-mother and great-grand-mother to many children. Betsy had also been an adoptive 
parent and saunik [something like a godparent] to many in the community and she was 
deeply loved by everyone around her. During my two year stay in the North, Betsy 
became one of my favorite people in the community even though 1 never really got to 
know her very weil. Betsy also became a true mentor in helping me understand how to 
build relationships. Despite language barriers, Betsy was the first Inuit with whom 1 
broke through the social distancing that 1 felt ail around me. Through communicating 
and connecting with Betsy, 1 felt understood and 1 felt a liUle closer to understanding her, 
her community and her ways. 
Almost every day Betsy came in to school to clean, most often starting her shift in the 
afternoon and accompanied by her three year old adopted daughter, Mary, who she 
referred to as panii [daughter]. Betsy sufferedfrom asthma and arthritis, and 
consequently one could hear her as she walked down the corridors coughing, spitting in 
the garbage and slowly dragging herself from class to class with her cart. She wore thick 
glasses and her entire body was wrapped in cloth. She looked intimidating to anyone who 
did not know her. 
Betsy was married to one of the hunters in the community and together they lived with 
their last two adopted children. Lally, the older of the two was a high school student 
whose birth parents reside in the South. 1 met Mary, the child of one of Betsy's 
granddaughters when she was only three. Often Betsy would bring Mary along as she 
could not always rely on babysitters. From time to time, Mary, bored from following her 
mother clean the classrooms, would sneak into my classroom to play with the legos on 
the shelf. At first, Mary would shyly walk into the doorway and stare at me as 1 tried to 
clean up what looked like the remains of a tornado. She would look shyly and smile 
innocently, then run away. Eventually, Mary warmed up to me and would venture into the 
classroom. 1 would hand her some crayons or building blocks and she would sit silently 
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and play. Sometimes, Betsy would yell "panii" from the other end of the halllooking for 
Mary but since 1 could not speak with Betsy, 1 would wait until she entered the classroom 
andfind Mary. Betsy did not like wh en Mary bothered the Qallunaat teachers, shefelt 
embarrassed. With time she came to welcome the break in her routine. But Betsy never 
asked for anything. In fact, 1 felt discomfort when Betsy walked in and 1 hadn 't finished 
tidying up as Betsy would insist that it was her dut y to clean my class which she always 
left immaculate. 
Betsy spoke only afew words in English and 1 spoke only afew words in Inuttitut. Yet, 
somehow, we learned to communicate. As November approached and the days got more 
challenging, Betsy no longer simply smiled when she walked into my classroom to clean. 
She would try to chit chat or pat me on the back. A simple sigh and she knew that 1 had 
had a difficult day with the children. "Nakoomic" [thank you] Betsy would say. And she 
probably had no idea what that meant to me. As our relationship developed over the 
weeks, the months, Betsy became my link with the community. She also became an 
important source of moral support. 1 did not want Betsy to sense within me the despair 1 
felt towards some children and their situation. 1 made myself stay positive in front of 
Betsy because 1 did not want to disappoint her. 1 did not want to be yet another Qallunaat 
teacher who was failing. 1 wanted to live up to the challenge. As 1 passed Betsy in the hall 
1 would cheer up. 1 knew that she understood me and that she liked me. 1 felt the same in 
return. 
ln November of my first year, after having spent almost three months in the 
community, something changed. Inuit community members 1 did not know personally 
smiled more often and said hello when 1 encountered them at the Co-op. 1 knew that Betsy 
had learned to trust me and that 1 was slowly being accepted with(in) the community. 
Being the janitor in the school, Betsy was aware of the "goings on" with teachers and 
students. She would gossip with the other community members such as parents about the 
new Qallunaat teachers. Even if 1 feZt 1 was not aZways succeeding in the classroom as 1 
was dealing with numerous cultural issues, 1 had built a relationship with Betsy and that 
relationship would give me access into the community. Despite aU the faults in my 
teaching, 1 had proved to Betsy that 1 cared about the children. That was enough. Betsy 
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empathized with me, and in doing so allowed me to build the confidence to expose myself 
and to take more risks. 
Outside school, Ioften encountered Betsy driving through the community on her four-
wheeler with Mary on her lap. When il was cold and windy, Betsy would of/à me a ride 
home; a route which was only afew minute's walk. Although 1 came to adore Betsy and 
felt at ease wilh her at school, visiting her home remained strange and uncomfortable. 1 
wanted to try new foods, yet 1 could not overcome the discomfort ofnot being able to 
enjoy the boiled polar bear that Betsy offered me. 1 pretended to enjoy it so as not to 
offend her. Nor could 1 stand to sil silently in a home with Betsy and her family wanting 
to communicate but at a loss for words. It was easier to romanticize about the specialness 
of my relationship with Betsy confined within the context of the school rather than deal 
with the reality of our limited communication aspects of our relationship. (Journal, May 
2002) 
The differences among the photos of Betsy illustrated the contrasts and contradictions that 
existed in her way of life, conflicts in values and culture. Betsy, just like me, was confronted 
on a daily basis with having to find her way and navigate through these conflicts. Sorne were 
very familiar while others were very uncertain. The beauty in our exchanges, however, was 
that in trying to negotiate and co-construct our identities through our relationships, we had to 
present ourselves to each other in an authentic and caring manner and we had to care about 
each other. In this sense, Betsy was a truly inspiring pers on from whom 1 could leam. She 
did not judge me. Instead, she tried to model acceptance, understanding and love. Rer way of 
being with the children and their way of being with her were truly amazing. 
During an interview with Greg, a former teacher who taught in a different community, 1 
was surprised to hear him expressing a similar feeling towards building reciprocal, mutual 
relationships with Inuit community members: 
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[Relationships with the Inuit] ... weil, 1 would describe them as without words ... there was 
a janitor at school or other women who did not speak a word of French or English and 
we had a contact and we felt good together ... The best people ... were completely Inuit, 
and 1 was completely myself ... ft was purely human. ft was not in French, it was not in 
Inuttitut and the sympathy came across. .. you understand that you have a human being 
in front of you. (Greg, former teacher, 2002-2003) 
Unfortunately, for many southern people, individuals like Betsy and Inuit are not worthy of 
their time. Betsy was someone who taught me much about teaching. Issues of 
communication, trust and identity, central to this story also reflect broader social, 
psychological, cultural, political, and spiritual issues that need to be addressed in teacher 
education. Reflecting on the three photos of Betsy and reconnecting with our shared 
experiences, l was reminded of where l wanted to be, what drove my teaching, my research 
and my reason for wanting to go back to this community to look for answers in how to build 
cross-cultural relationships. l knew that it was possible to build meaningful relationships with 
people who were very different from me and l wanted to further explore this process. l knew 
that teaching in the North could be an exhilarating experience. Indeed, it could be life 
changing. Yet, l felt that the profound social distancing between Qallunaat and Inuit 
community members had to be addressed if Qallunaat teachers are going to be able to guide 
their Inuit students towards success. 
As a graduate student in the Faculty of Education at McGill University and a former 
language teacher, the main focus in my studies has been to understand and provide 
opportunities for teachers to exercise a sense of agency and be recognized. l also want to 
validate the individu al and collective, lived experiences and insights of practicing Qallunaat 
teachers and to promote their voices within an academic context. By presenting the complex 
realities of teachers' lives intermingled with the lives of their students and colleagues, my 
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aim has been to give Qallunaat teachers a public space and voice. A comment from beU 
hooks (1999) greatly inspired me: "teachers have to be willing to be called on- often in ways 
that they may not like ... to enter this space of "otherness" and eventually to bridge it" (p. 
120). Through three photographs of Betsy, 1 hope to have brought you into "a shared space" 
between Betsy and me. 
In Summary 
In this chapter, Traveling to the North: Situating the Research, 1 situated my Action 
Research Project with QaUunaat teachers in the North. 1 defined the terrninology that is 
central to my inquiry. 1 located the Qallunaat teacher voices in this project and described 
Inuit community members' and Qallunaat teachers' positions on the margins. 1 expressed that 
there are challenges for Qallunaat teachers and their Inuit students in creating shared spaces 
within the educational contexts of Inuit education. 1 provided relevant background to this 
inquiry and 1 introduced the Action Research Project. 1 presented my research questions, 
goals and guiding principles. 1 provided an overview of my theoretical frameworks and 
explained my personal motivation for engaging in the inquiry. In the next chapter, 1 locate the 
nested contexts in Inuit education. 
45 
CHAPTER2 
WALKING ON THE TUNDRA: LOCATING THE CONTEXTS 
Entering the North 
Photo 9. Sea Ice 
Rachel: 1 share this [photo] with family members who ask me what the North is like ... ft 
is beautiful but it is 50 damn lonely ... When 1 took this picture my first reaction was, "wow 
that is beautiful" ... But that is exactly what 1 feel ... like 1 am in the middle of nowhere ... 1 
guess down South 1 can get distracted more ... Here 1 can't and sol just get lonely some 
days and 1 don't know what to do about it. .. 1 miss the trees ... the sme/ls ... spring ... 
fall ... 1 miss 50 much being here. 
The response from other teachers like Rachel: We've ail got a picture like that. 
(group conversation, 2002-2003) 
This photo and comments discussed during a Weekly Group Conversation with Qallunaat 
.. ~. teachers is an ex ample of how most teachers in Nunavik perceive their new environment. 
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One of the first things that many Qallunaat teachers like Rachel see when they arrive in the 
North is the scenery that surrounds them provides a "lonely" but "beautiful" backdrop to 
situate their experiences. 
ln this chapter, 1 de scribe the nested contexts of northem education. One of the 
difficulties in writing about these contexts is that it is not a linear process. Where does one 
context begin and another end? History, politics, culture, language and society are aIl 
interconnected in numerous ways and at different times. My goal was to highlight the more 
significant ways in which the multiple contexts in the North are connected to Inuit education. 
Since 1 was aware that my descriptions of the North framed the discourse of my study, 1 
relied mostly on the conversations, presentations, videos, written texts and images that 1 
gathered from Inuit voices while conducting fieldwork. 1 wanted to situate my inquiry within 
Inuit perspectives of the North. My descriptions of the contexts of Inuit education emerged 
from a presentation on Inuit culture and education given by two Inuit women working for the 
Kativik School Board (KSB), Sarah Bennett and Betsy Annahatak. Bennet and Annahatak 
presented during Orientation Week for new teachers held by the KSB in Nunavik in August, 
2002. Annahatak and Bennett's presentation was for many Qallunaat teachers their first 
briefing on northem life and education. In their presentation, they modeled many important 
Inuit values. John, a teacher 1 interviewed during Orientation Week, described what he 
leamed from Sarah's and Betsy's presentations: 
With Betsy and Sarah that's where Ilearned the mosl. .. their love for their own 
people ... their traditions, their language, 1 was very impressed with that. They are very 
proud of their origins and that is what they tried to communicate to us ... [It was] very 
unique and nobody else could have done il. .. they are living proof of their people ... [they 
are] so calm and they take their time and they repeat things to make sure we 
understand. That's very relevant to their way of life. They are quiet people, they do 
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things slowly, they try to appreciate every moment of what they do and that's what / got 
from the day 1 spent with them, that way of thinking, that way of doing things that is very 
different from what we do. We're a/ways running around and we don't take lime to 
exp/ain things ... they have a very subtle way of bringing us to understand things. (John, 
new teacher, 2002-2003) 
John was impressed by the ways in which Sarah and Betsy communicated their messages. He 
appreciated how these two women shared their love for their people, their traditions and their 
language. He felt that he learned the most from Sarah's and Betsy's presentations because 
they conveyed their pride in being members of the Inuit community. 
ln order to pro vide a description of the contexts of northern education and research that 
was dynamic and grounded primarily in the voices of those who live on the land, 1 used 
anthropologist, and philosopher Abram' s notion of the land as a space which is an "active 
participant ... in the human events that occur there" (1996, p.162). Abraham asserts that "by 
virtue of its underlying and enveloping presence, the place may even be felt to be the source, 
the primary power that expresses itself through the various events that unfold there" (p. 162). 
The headings 1 use in this chapter to guide my descriptions reflect an attempt to move away 
from subject-based distinction su ch as history, geography, language. My headings build on 
the interconnectedness of The Land, The Communities, The People, Their Mission and the 
nested contexts (Maguire, 1994; Maguire & Graves, 2001) that form their past and present 
realities. 1 agree with Maguire who argues for: 
a much broader context of situation than what is traditionally reported in the 
ethnographie, educational research literature ... context is often thought of as the physical 
setting, people within the setting, what they are doing, and where and wh en they are 
doing it. 1 would add why they are doing it and what it means from their perspective. 
(1994, p. 120) 
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It is essential to explore the multiple layers within nested contexts from different 
perspectives. 
Describing the Nested Contexts in Northern Education and Research 
The Land: Geographical and Ecological Contexis 
The snow storm outside ... that's when / get this cali to go back to the North ... / think that 
if you've been up there and you've /oved it you will a/ways live with the cali of the North 
inside ofyou ... /t's this feeling that makes you wanna go back ... And it's a/ways in the 
winter. (Doris, former teacher, 2002-2003) 
Looking back on her experience in Nunavik, Doris, describes what many former teachers 
miss about the Northern landscape, the pristine seemingly untouched landscape as illustrated 
in photo 9. Nunavik to most southern Canadians evokes images ofwinter, blizzards, co Id 
white snow, wind, ice and polar bears. Doris describes her longing for the northern snow and 
"the call of the North inside you". Like Doris, many new southern teachers were "called" to 
the North because they wished to encounter the arctic. Many Qallunaat teachers wanted to 
get to know Inuit community members in hopes of learning about their land. The Inuit people 
have until recently always depended on the land for their survival. 
Abram (1996) reminds me that, "the ancestral wisdom of the community resides, as it 
were, in the stories, but the stories - and even the ancestors themselves - reside in the land 
(p. 160). The northern landscape might provide a lonely backdrop for Qallunaat teachers who 
visit Nunavik but for Inuit community members, it is within the Nunavik community that 
their past and future merge. In Map 2, 1 present a map of the Nunavik territory with its 14 
communities situated along the Hudson and Ungava Coasts. 
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Map 2. Regional Map of Nunavik (http://www.nunavik-tourism.coml) 
Photo 10. Winter Landscape, 2002 (CM) 
Nunavik, translated from Inuttitut as 
"the land we live on", is a majestic 
landscape which sees the last traces of 
the taiga give its place to the tundra. It is 
and covered during most months of the 
year by its endless carpet of snow, and 
long, dark winter nights where the sun 
barely rises above the horizon (Photo 
10). Permafrost underlies the tundra for most of the year to depths of up to 30 meters. Spring 
arrives towards the end of May when the snow begins to melt, the animaIs migrate North and 
the sun shines for extended periods of time. While the snow melts into the Tundra and the last 
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pans of sea ice float away from the land often late into July, summer is welcomed. Within a 
short period of time in August and September, the tundra is carpeted with colourful arctic 
flowers that explode amongst the green lichen covering the rock y landscape (Photo Il). Soon 
thereafter, berries are ripe and ready to be picked just before the first frosts begin to freeze the 
ground. Autumn arrives in mid September with the cold winds blowing in foggy days and the 
first snowfalls. The ice freezes over the Bay and the days shorten noticeably. Full winter 
usually arrives in mid November wh en the sea has turned into solid ice and the temperature 
sinks below -10°C to the sometimes freezing winds that bring the air down to -70°C. 
Photo Il. FaU Col ors on the Tundra, 2002 (CM) 
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In recent years, Inuit cornrnunity rnernbers have noticed the ternperatures rising during 
the winter months and new types of vegetation growing on the land (CBC News Online, 
March 24, 2005).They are concerned about how global warming rnight affect their 
ecosysterns and their lifestyle. Even the traditional diet so deeply rooted in Inuit culture 
represents another threat to their lifestyle. For exarnple, studies have indicated that 
alarmingly high levels of PCBs are found in Inuit women's breast milk due to contaminated 
country food. Lowell (1990) explains that sea mamrnal contamination is yet another 
extension of global pollution: "it is savage irony that the tradition al way of life of the Inuit -
with its ecological wisdom - has been desecrated and possibly altered forever" (p.90). 
Schools are taking an active role in educating Inuit youth about the effects of pollution. For 
example, Inuit students are encouraged to learn about keeping their community clean through 
their involvement in a school wide "Garbage Pick-Up Day" in the village. 
Caribou, a staple of Inuit diet, also remains precarious within its Nunavik environment. 
The construction of the James Bay dams has pushed the caribou off their natural migration 
paths and further North. Three large caribou herds now wander the arctic landscapes of 
Nunavik feeding on moss and migrating across the land. Caribou are hunted year round and 
have provided the Inuit with an important source of food and clothing for protection against 
extreme cold and windy ternperatures. During the Thule period (500BC-1920) sorne farnilies 
were thought to have depended almost entirely on caribou for survival as they followed the 
herds from the coastlines into the depths of the inland regions. 
The many lakes and rivers surrounding the villages provide a rich habitat for lake 
trout, grayling and arc tic char, as weIl as feeding grounds for numerous species of birds. 
Ptarmigan and geese are hunted around the community. Other land sea mammals such as 
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walrus, seals, beluga whales, fox 
and wolves, are found in different 
parts of the land throughout 
Nunavik as they foBow their 
migratory routes. Polar bears are 
attracted to the dumps located a 
few kilometres outside the villages. 
Beluga whales, once at the heart of 
faB hunting traditions and 
festivities, are on the verge of 
extinction and quotas restrict their 
harvesting. Musk oxen were 
integrated in Nunavik in the late Photo 12. Saturday Afternoon Walk, faB 2002 (CM) 
1960's and now roam freely on the land; they are a protected species. Arctic hares and 
lemmings can also be spotted quite often near the community, when one is wandering 
quietly by foot. Photo 12 depicts how accessible arctic animaIs can be. 
Photo 13. Fishing Weekend, spring 2003 (CM) 
As the Inuit followed animaIs 
throughout the seasons, traditional skiBs 
were learned on the land and passed on 
from generation to generation. For 
example, Photo 13 portrays children 
learning about fishing by joining their 
parents on the land in the spring. Inuit 
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Photo 14. Community Freezer, spring 2003 (CM) 
parents did not typically discipline 
their children by telling them what to 
do. They would indirectly tell their 
children what they shouldn't be doing. 
For example, eIders told many stories 
to their grandchildren to ensure that 
they would not wander too far away 
from their parents or stay out late in 
the evening. Education, however, 
happened mostly through physical 
action. Children also learn the 
importance of contributing to the 
community freezer (Photo 14). 
The Communities: Social, Linguistic and Cultural Contexts 
Modem Community Living: Schools as Sites of Social Struggle 
Inuttitut which means "like an Inuk" is the primary language spoken in Inuit communities 
and very closely linked to the social and cultural identities of Inuit community members. 
While Inuttitut is the language spoken in homes and the community, English and to a lesser 
extent French, are dominant languages within the school. Inuit students struggle to 
understand the place of these languages in their lives. Consequently, students are confused 
about how to use these languages within the school and community. For example, Susie, an 
Inuit teacher explained part of the struggle for Inuit students to be heard: 
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1 think that's the hardest thing like for grade 3-4[students who are] just learning to talk in 
English or French and they don't know ail the words and when theyare having a hard 
time with the words or the other students ... they can't really tell what really happened, 
the real point because they don't really know how to talk in English or French ... Even for 
Qallunaat if you don't know Inuttitut only a few words it might be hard for you to 
understand me too if you want to be involved in what is going on. When you don't 
understand it is not worth it to be there. (Susie, Inuit teacher, 2002-2003) 
It is difficult for young students to relate to a southerner in a foreign language. Therein lies a 
great challenge for the Qallunaat teacher to promote the use of a second language. Likewise, 
Susie argues that further challenges exacerbate the divide between teacher and student 
whether it be Inuit or Qallunaat. Traditions are changing; parents are younger; children are 
freer, thus leading to obstacles for adjusting to classroom routines: 
My father was strict, not really strict but he made ru/es like if 1 did something wrong he 
would talk to me ... 1 had to try to do better than what 1 did wrong... parents are usually 
younger now and they have different ways of raising their kids ... when 1 was in primary 
we used to go home before ten because 1 was afraid of my dad ... But some of those 
kids 1 don't think they have rules at home ... smaller kids are playing outside after ten and 
it is ... too much. Ifthey stay at home more, they'lI respect the other people more and ... 
they would be used to having rules in their home and they would just follow the rules at 
school. The older kids when 1 tell them like no running in the hall ... they usually say 
lukuapik [you're strict, why should 1 do that?] ... 1 tell them that you shouldn't be doing 
that you have to respect the older people. (Susie, Inuit teacher, 2002-2003) 
Many of these changes in the ways parents interact with their children have been associated 
with social problems in the community. 
In Nunavik, there are numerous social problems ranging from unemployment, social 
welfare and substance misuse, to violence, depression and suicide. Schools in Nunavik are 
currently sites of struggle where many social and economic problems manifest themselves 
through the children. Low academic success and high dropout rates are possible indicators 
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that the current educational system is not meeting the needs of the Inuit youth. Many of the 
academically successful youth are moving away from their small communities and into larger 
villages like Kuujjuaq and other larger communities offering higher education and better job 
opportunities. Since jobs are sometimes limited in smaller communities, many young adults 
become unemployed. The challenge that lies ahead for Nunavik' s young generation is to find 
a new positive expression for their generation to survive in a changing and ever increasingly 
modem world. 
Sarah Bennett one of the two women leading the workshop on the history of Inuit 
education during Orientation Week in Nunavik in August 2002, communicated to new 
Qallunaat teachers that, "before the word education ever existed in Inutittut language, 
teaching and learning occurred naturally throughout an Inuit person's life" (Field notes, 
2002-2003). She explained that since the arrivaI of Qallunaat explorers, traders, whalers, 
preachers, researchers and teachers, these people have suppressed traditional knowledge. 
From an Inuit perspective, in her Masters monograph Betsy Annahatak (1998) explained that 
certain tensions within her own upbringing are a consequence of differences between Inuit 
and Qallunaat ways of educating their children. She refers to the Inuit indirect style of 
teaching that concentrates on the child's future well being rather than specifically addressing 
present behaviours. In contrast, Inuit children at school are taught to function within a 
structure that imposes immediate consequences when rules are not followed. Annahatak also 
addresses the Inuit educational value of giving children autonomy. She argues that Inuit 
parents are perceived as careless and irresponsible for not interfering with their children's 
actions. During Orientation Week, Annahatak explained that in Inuit culture adults believe in 
preparing children for life. The goals of education are of maturity and of wisdom which are 
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closely tied to family wishes and values. Since students now spend much of their days in 
school, sorne of the traditional skills and values are not being taught. According to 
Annahatak, elements of Inuit culture must be brought into school so that children can 
develop a worldview that combines elements of their own Inuit culture first and then other 
worlds. 
Local Development: Educating for Future Community Needs 
Photo 15. Satellite Dish, fall 2002 (CM) 
Technological developments introduced in 
the 1970's and 1980's have propelled changes 
in Nunavik's lifestyle at an ever-increasing 
pace. People in Nunavik experienced a rapid 
period of change as infrastructure at the 
community level was being developed 
alongside the organisational structures of the 
Kativik School Board. The introduction of 
modem technology with the launch of the Anik [brother] satellite in 1972, that facilitated 
communication between Nunavik and the South, meant that the North opened up to the rest 
of the World. Southem transient workers brought television to the North. In 1975, the first 
radio station, The Voice of the North, began broadcasting. Soon, more and more young Inuit 
were going to the South to leam and bring back resources. According to Castellano (1993) 
who conducted a Participatory Research on Aboriginal Organizations in Canada: 
Unlike earlier development of radio communications, which had allowed the Inuit. .. to 
adapt usage to their own needs, no consultation with Native northemers was conducted 
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and one-way transmission of programming from south to north made no provision for 
Inuit language or cultural content. (p.15) 
Although Inuit community members now have access to television broadcasting in Inuttitut, 
most Inuit youth prefer to watch television in English. Sattelite broadcasts provide Inuit 
youth with access to English mainstream media and American popular culture. However, the 
local FM radio station in Inuttitut confirms that Inuttitut language is a useful social tool in the 
community. Local and national Inuit musicians such as Susan Aglukark are also influencing 
sorne Inuit youth who are becoming aware of the value of their own language. At the same 
time, English remains a powerful and seductive language associated with prestige and 
money, and for sorne, a way out oftheir present situation. Satellite dishes allowing over 200 
stations demonstrate how modern technology is changing the landscapes ofInuit community 
living (Photo 15). 
Partnerships between Inuit and Qallunaat communities are now slowly forming. 
Development in Nunavik is growing out of the need to work together to build common goals. 
For Inuit community members, a local approach to development grounded in Inuit values is a 
base for self-government built on consensus. For example, The Cooperative Association of 
Northem Quebec evolved from the selling of soapstone carvings to the South during the 
early 1900's. The Kuujjuaq Country Food Store is another business which sells products 
such as smoked Arctic Char and dried caribou prepared locally. The Raglan Copper and 
Nickel mine employs Inuit from aIl over Nunavik and, the Povumituk Birthing Centre seeks 
to provide a space for midwives to continue their work in the North. Newer types of cultural 
and educational events such as Aqpik Jam, Gospel music festivals, Inuit Games (combining 
athletic competitions with traditional Inuit sports), Inuit Women's Association of Canada, 
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Circumpolar Conferences, are also joining Inuit in Nunavik, Nunavut and other communities 
from around the world. They serve to foster greater awareness of the needs of Inuit 
community members, encourage their participation in community, regional and national 
activities in relation to social, cultural and economic development, and provide the possibility 
for more industry in the North. For the Nunavik Inuit, moving ahead means that they must 
continue to learn about their past strengths and weaknesses and guide their children to a 
renewed autonomy. Moving ahead also means fin ding a sense of agency through building 
common interests and joining forces with Nunavut and other Inuit communities in Canada 
and throughout the world. Inuit community members participating in these events also feel 
empowered by speaking their languages. If Inuttitut continues to be the language that joins 
Inuit communities throughout the world, it may inspire Inuit youth to take a more active role 
in valuing their languages as a means to negotiating their cultural identities and keeping their 
cultural traditions vibrant and alive. 
The People: Historical, Linguistic and Physical Contexts 
The Traditional Ways: Inuit Ancestors 
Southern assumptions about Inuit history reflect present tensions in complex negotiations 
of culture and values in which Qallunaat teachers are immersed when teaching in the North. 
Southern ideas often take precedence over Inuit views. Sorne assumptions regarding Inuit 
seulement remain unchallenged. Bowering (2003) cites research from the University of 
Michigan suggesting that the North and South-America's Aboriginal Peoples are not 
migrants from Asia at aIl. Perhaps, the same "Darwinian accident" that created humans in 
Africa many years ago also occurred in what is now known as North America. Bowering 
59 
asks individuals to "assume what the North American aboriginals assume, that they have 
always been there."(p. 2) However, most individuals take for granted mainstream southern 
assumptions regarding the origins of North and South-America' s Aboriginal People. 
Although the origin ofthe Inuit might still be contested, southern archaeologists believe that 
the ancestors of the Inuit crossed the Bering Straight from Asia to Alaska across a land 
bridge about 8000 years ago. Their migration is thought to be a constant pursuit of new 
hunting grounds that eventually led them to settle across the arctic region of Canada (Dorais, 
1993). Table 1 provides an overview ofthe eras ofInuit settlement in the region now known 
as Nunavik. 
Table l. Overview ofEras ofInuit Settlement in the Region Now Known as Nunavik 
8000 years ago 
4500 years ago 
4000 years ago 
2500 years ago 
1000 years ago 
1500's 
1600's 
1670 
Early 1700's 
1700's to 1900's 
1850's 
1870 
1880 
1900's 
1920's 
1950's 
1960's 
1975 
Inuit crossed the Bering Straight from Asia to Alaska across a land bridge 
Paleo-Eskimo (Pre-Dorset) traveled to Arctic Canada 
The Dorset traveled from Alaska to Greenland, Nunavut and Nunavik 
Thule (Direct ancestors of the present day Inuit) traveled to Nunavik 
First contact with Qallunaat (Norsemen from Scandinavia) 
First European explorers visited 
Fur Trade Began 
Prince Rupert established Hudson Bay Company in the North 
Whaling turned into growing industry in Eastern Arctic 
Installation of Qallunaat Trading Posts 
Christian Missionaries arrived in the North 
Rupert's Land became part of Canada 
Canada acquires the arctic territory from Britain 
N-W Mounted Policed (later known as RCMP) presence established 
End of the Thule period 
Mission schools replaced by Federal School System 
The Commission Scolaire du Nouveau-Quebec replaced the Federal 
School System 
JBNQA signed leading to Creation ofKSB 
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The PaIaeo-Eskimo, aiso known as Pre-Dorset, made their way to the Canadian Arctic 
4500 years ago hunting caribou, seai and whale and living in stone and sod houses or in skin 
tents. They lived in small groups traveling by kayak and by foot along the coasts where 
wildlife was abundant. They used ropes to hunt caribou and their spiritual leaders or shamans 
carried carvings to communicate with and influence the Spirits (In the Footsteps of Our 
Ancestors, 1993). In Photo 16A, the secondary Inuttitut teacher takes her students on the land 
to build a sod hou se like their ancestors used to live in. Sod hou ses were constructed of 
bricks of earth and moss cut directly from the ground (Photo 16B). 
Photo 16A. Building a Sod Rouse, fa1l2002 (CM) 
Photo 16B. Sod Rouse, fall1995 (CM) 
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The Dorset were thought to have traveled from Alaska to Greenland, Nunavut and 
Nunavik as early as 2000 Be. They subsisted on hunting, fishing and gathering sma11 plants 
and berries. They used umiyaks [large skin boats] and dog teams for transportation and they 
resided in winter homes partly sunken in the ground. They made tools su ch as bows, arrows 
and drills. Although they developed their carving skills, the y still shared many of the same 
spiritual beliefs as the Pre-Dorset su ch as shamans and animistic worship. 
The Thule, the direct ancestors of the present day Inuit, arrived in Nunavik about 2500 
years ago. The end of the Thule period, in the 1920' s, is defined by the loss of control of the 
land and the introduction of Qallunaat technology and institutions that created imbalance in 
the "genuine Inuit" way of life (Dorais, 1997, p. 15). The period where there is the 
installation of trading posts between the 18th and 20th centuries marks the beginning of drastic 
and irreversible change for the Inuit. This change was based on the exchange of foreign 
goods and services and the loss of autonomy over the land. Although Inuit community 
members now live in villages, many traces of the previous periods remain. Dorais (1997) 
states that, "many Dorset archaeological sites are still visited today by hunters as they go out 
on the land" (p. 14). Inuit students are also invited to visit these sites during their summer 
Photo 17. Ancient Dwelling, fa1l2002 (CM) 
break and learn about their ancestors. 
Photo 17, is an example of the remains of 
an ancient dwelling. Inuit children who 
visit these sites learn about their history 
and their people. Bennett and Annahatak 
explained to new teachers during 
Orientation Week that the one key 
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sentence which represents Inuit educational values is "to make people of our children" (Field 
notes, 2002-2003). Annahatak explained that it was important for Inuit children to know 
about their past traditions on the land in order to understand their present lives in the 
community and learn how to take charge of their future by negotiating these two worlds. 
Many members of the Inuit community still identify themselves as genuine or not by the 
degree to which they are able to survive on the land (Dorais, 1997). As children, many Inuit 
were able to benefit trom the great resources of learning and strength provided by their 
families. They were taught to care responsibly for themselves, their family and their 
community. These strong kinship ties between young and old and family-to-family are 
changing. For example, Pentacostal Religious doctrines are increasingly dominating 
community relationships. Intermarriage with different cultures are challenging traditional 
family values and practices. As weIl, the requirements of full-time education challenge 
traditional family practices regarding hunting and fishing and other activities connected to 
migration patterns and seasonal changes. Children who are spending less time on the land are 
losing important traditional knowledge. Dorais (1997) and Taylor (2002) argue that many 
youth today are in fact lost between the two worlds and are not feelingjùl(y al home in either 
world. Despite the small number oflnuit youth who lead healthy and fulfilling lifestyles 
either in their home community or in a southern urban setting, most experience varying 
degrees of anxiety and alienation leading to destructive behaviours such as violence, 
substance abuse and suicide. 
Contact with the Modern Ways: The Explorers, Traders and Whalers 
Unlike other indigenous populations in Canada, contact with Qallunaat came much later 
for the Inuit. The first contact between Inuit and Qallunaat was probably with the Norsemen 
63 
from Scandinavia who made their way to Greenland, the Baffin Island area and possibly the 
Ungava Bay area 1000 years ago. In the 1500's the first European explorers visited what is 
now considered the Arctic region of Canada looking for a northern route to China in se arch 
of spices and precious metals. Many British explorers, among them Martin Frobisher and 
John Franklin, explored the northern regions in the late 1500's. Explorers traded with the 
Thule and gave foreign names to identify parts of land they thought to have conquered. They 
made maps of the region and used Thule hunters as guides. They recorded Thule language 
which is similar to the Inuttitut language spoken today by members of the Inuit community. 
Some explorers brought Thule people overseas to put them on display for the British. (In the 
Faatsteps ajOur Ancestars, 1993) During this time, initial contacts between the Inuit and 
outsiders were made but Inuit lifestyle remained relatively unaffected, as contacts with 
Qallunaat were limited and of short duration. Europeans were still mostly fishing and 
whaling around Labrador (Dorais, 1997; Tompkins, 1998). 
The fur trade began in Nunavik in the 1600's. More and more land was being sought out 
especially in the James Bay and Hudson Bay areas as illustrated in Map 3. As the battles 
increased between French and English colonies in the South, pressure to exp and the North 
also grew. Qallunaat were hoping to establish trade with the Inuit in order to harvest beluga, 
fox and seal skins. Consumer trends in Europe fostered demand for oillamps, soaps, textiles, 
corsets and umbrella ribs. In 1670, Prince Rupert established the Hudson Bay Company in 
the North. Rupert's Land became part of Canada in 1870, three years after Confederation in 
1867. The Hudson Bay Company monopolized trade in the North until the early 1900's when 
the Réveillons Frères established a French fur trade company and became the most important 
competitor to the Hudson Bay Company. To improve productivity, both companies hired 
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Inuit to work for them. As members of the Inuit community began to structure their lives 
around routine visits to trading posts, they became increasingly dependent on traded goods. 
They started to spend less time on subsistence hunting and more time on fur trade hunting. 
Map 3. Map of the Fur Trade Area and Major Fur Trade Routes 
(http://www.canadiana.org/hbc/_popupsIPAMtraderoutes_e.htm) 
Whaling in Nunavik turned into a growing industry in the Eastern Arctic during the early 
1700s. Scottish and American whalers influenced the Inuit culture to a greater extent than the 
explorers because they lived with Inuit community members for extended periods of time. 
Inuit were used as guides and interpreters and provided invaluable assistance to whalers 
attempting to survive in the harsh Arctic winter climate. In return they were provided with 
foreign goods and services such as ammunition, flour, tea, fabric, and tobacco which they 
rapidly adopted into their culture. Everything brought from the outside affected their culture 
and lives; sewing machines, accordions, children from mixed marriages, and foreign diseases 
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that tragically ravaged Inuit populations. During this period, Inuit became avid tea drinkers 
and began wearing imported clothing for special occasions. For example, stopping for a "tea 
break" during trips on the land have become a welcomed custom. In Photo 18, Inuit 
community members make tea during a school picnic. 
Within the short time frame of a mere 
two generations, southern practices have 
been adapted as Inuit "traditions". For 
example, the practice of hunting employing 
riffie and snowmobile demonstrate this 
transition. Such rapid changes in lifestyle 
prompted Canadian explorers to document 
traditional Inuit life. Many other adventure 
novels by southern travelers to the North 
such as Agakuk by Yves Thériault (1981), 
Photo 18. Making Tea, fa1l2002 (CM) Confessions of an Igloo Dweller by James 
Houston (1995) as well as movies such as Nanook of the North by Robert Flatherly (1920) 
have provided southerners with certain perceptions of the North. Many of the southern 
perceptions, however, have misrepresented northern life much to the dismay of the Inuit who 
did not always approve of transient outsiders appropriating their seemingly exotic lifestyle as 
a base for their stories. Travelliterature brought another dimension to imperialism; it often 
misrepresented Inuit and misinformed others about them. Fortunately, Inuit voices are slowly 
emerging in film and literature. Atarnajuat [The Fast Runner] (2000) is an adaptation of an 
ancient Inuit legend that was filmed in Inuttitut and directed by Inuit filmmaker Zacharius 
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Kunuk. Sanaaq (1969) is a novel by Mitiarjuk Nappaaluk, translated by Bernard Saladin 
d'Anglure (2002). This novel has earned Nappaaluk from Kangirsujuak (Nunavik) an 
honorary Doctorate from McGiIl University in 2000 for her contribution to the development 
of Inuit language and culture. 
Upon the transfer of Rupert's Land to the Country of Canada, near the turn of the 
century, southern governments understood very little about the North and its inhabitants. 
While the Inuit were brought under the jurisdiction of a southern Canadian government, there 
were no irnrnediate changes in policy. The go vern ment had little interest in the Inuit at that 
time. As weIl, relations between Inuit, Cree and Qallunaat traders remained tense. Trust was 
fragile and trading posts were difficult to establish and maintain in Nunavik. 
From the early to the mid 1800's, a "little ice age" that caused the Arctic climate to cool 
down made it difficult to hunt whales in the far North, forcing people further South. The 
Thule dispersed themselves into small groups, where the y hoped to find seal and walrus to 
provide meat, oil, skins and caribou that was of their staple diet. As smaller more nomadic 
groups of Inuit roamed the lower lands of the Arctic region, igloos became more seasonal 
instead of semi-permanent. Gradually the Thule developed the lifestyle that is thought of as 
traditionally Inuit. However, by the end of the 1860' s catches of sea mammals had dwindled 
drasticaIly. During that period, the desperate situation of the people in the North began to 
draw the attention of rnissionaries. While the primary goal of the explorers, traders and 
whalers was to show a profit, preachers arrived with a new mission to colonize and 
Christianize the North. "Anglicans and Protestants competed for the Northern Souls" (ln the 
Footsteps of Our Ancestors, 1993). 
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The Missionaries and Preachers 
Photo 19. Wooden Cross, fa1l2002 (CM) 
Christian missionaries arrived in the 
1850's. With seemingly good intentions, 
preachers went to the North with the primary 
goal of helping the Inuit and converting them 
to their religious views and Christian icons as 
illustrated in Photo 19. However, colonial 
attitudes were a by-product of missionary 
work as illustrated in Apphia Agalakti Awa's 
story in Wachowich (1999). Awa tells the 
story of when she was traveling on the open 
ice with her father and almost died of thirst because there was no fresh water available and 
they could not make it to their camp before Sunday: 
It was wintertime and we were out of fuel for our qulliq [stove] and we didn't have any 
matches. It was going to be Sunday and we had to stop. 1 was really thirsty ... We had no 
tea and no heat and no water, and we weren't supposed to travel. 1 really was mad at the 
people who told us that we weren't supposed to travel on Sunday. (Wachowich, 1999, p. 
30) 
The missionaries taught the Inuit to reject their own system of spiritual beliefs and adopt a 
way of life planned around the schedule of the school and of Christian religious ceremonies, 
beliefs and symbols. Photo 20 is one of the first churches built in Nunavik. Although, Dorais 
(1997) argues that sorne Inuit community members feel that there are many shared values 
between their tradition al beliefs and sorne views disseminated by Christian missionaries, 
approaches to teaching changed significantly with the arrivaI of Missionaries. The Inuit ways 
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of teaching through an oral tradition changed significantly wh en missionaries introduced 
written language to the Inuit. 
A Reverend Peck refined a system 
of syllabics to read and write Inuttitut. 
By leaming to read and write, Inuit 
children also leamed about a new type 
of authority. The Qallunaat teachers as 
authority figures replaced in many 
ways parental authority. Inuit 
children' s days that were traditionally 
centered on family chores and play 
with siblings, were now being 
relocated into schools and classrooms 
with books and fellow students. The 
Photo 20. Church, fall 2002 (CM) 
missionaries continue to maintain a strong presence in the modern Inuit communities through 
the Anglican and other Churches. The mission schools, however, were replaced by the 
Federal School system in the 1950's and 60's when the federal govemment assumed 
responsibility for formai education in the North. The history of the Inuit relationship with 
outsiders is typically one of paternalism and in extreme cases manipulation. Whether the 
issue is relocation to the high arctic or residential schools, Inuit community members have 
been continuously vulnerable to changes in govemment policy, the machination of private 
enterprise, and the powerful influence of organized religion. Maguire and Mc Alpine (1994) 
explain: 
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the rhythms of traditionallifestyle are quite different from our southem business oriented 
cycles. Work is do ne when needed, e.g., cleaning a skin, or when it is opportune, e.g., a 
sighting of caribou leading people to hunt. Fixed schedules are unnecessary and often 
non-productive. (p.23) 
For Inuit children to learn about their traditions lifestyle meant that they had to spend time on 
the land experiencing life according to wh en and how it evolves on the land. 
A Southem Canadian Government 
By 1880, with growing suspicion that the Americans wanted to annex the land using 
whalers as an excuse, the Canadian govemment saw a strategie political interest in the North 
and acquired the arctic territory from Britain. To support its claim of ownership, Canada 
realized that it had to establish a presence in the North. This was done through scientific 
research projects and establishing a North-West Mounted Police presence at the beginning of 
the 1900's. 
The 1920' s to the 1950' scan be characterized as a period of "general neglect by most of 
the world, especially the Canadian govemment, towards the Inuit" (Tompkins, 1998, p. 15). 
The Great Depression in southem Canada during the 1930's and 1940's, the diminishing wild 
life population in the 1950' sand foreign disease epidemics su ch as polio and tuberculosis 
were breaking up families. The educational, social, health and economic situation for the 
Inuit was definitely not getting better. By the late 1950's, more than 10% of the Nunavik 
population were hospitalized in the South and 75% of the people had left their community at 
sorne point for treatment. People saw their relatives taken away by plane not knowing where 
they were going and whether they would be back. 
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The Inuit population was becoming increasingly dependent on government aid for 
survival. Sorne Inuit were promised better living conditions if they agreed to return to the 
High Arctic (Crossroads of Change, 1996). Many were relocated to Resolute Bay. One eIder 
from Nunavik recounts the story of her relocation in Crossroads of Change: 
Our life was supposed to improve. They promised to send us to a better place ... Upon 
arrivaI we were devastated to see no trading post, no church. It was empty. We were left 
to fend for ourselves on the land ... My mother was cooking the sealskins from the 
bottom of our kamiks to eat as we had nothing else. It was very cold back then and we 
were not eating for days. (1996) 
Relocation in the North was yet another enforced government policy that was going to be 
experienced by the Inuit who were eventually going to have to move into permanent villages 
in order to send their children to school. 
The arrivaI of Federal Schools during the 1960's marked the end of the snow house era 
and the beginning of life in the "matchbox homes". Photos 21 and 22 depict the southern 
type housing that replaced igloos. During Inuit culture Week at School, one of the Inuit 
eIders was asked to build an igloo outside the school. Building igloos has mostly become an 
activity of leisure. 
Photo 21. Igloo in the Making (CM) Photo 22. Modern Housing Unit (CM) 
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For many, the arrivaI of more permanent housing symbolized the end of seasonal moves 
to their family camps and the beginning of a new type of village life structured around the 
institutional southern school day. Unlike in mission schools where Inuit children were taught 
to read and write in Inuttitut, the y were not allowed to speak Inuttitut in federal schools. They 
were expected to speak English immediately. Since many families still resided on the land, 
children had to be brought into the villages to attend school. If children did not attend school, 
the government authorities threatened to cut family allowances (Wachowich, 1999). Once 
they reached a certain age, children were sent away from their communities to study in 
residential schools in the South. Tompkins (1998) argues that, "the residential-school 
experience for the Inuit, like most First Nations people, often resulted in familial and cultural 
alienation" (p.I5). 
Speaking with Inuit eIders during my teaching assignment in Nunavik, 1 was reminded of 
the stories associated with their first experiences in school and the painful effects of their 
colonisation. EIders told me about teachers running after them when they were leaving for 
their camps with their families to bring them back to school. They also spoke about being 
beaten for talking in Inuttitut and being sexually and physically abused. Many are parents of 
the children presently attending school. Regrettably, their desire for their children to succeed 
in school is tainted by their own school experiences. Even though most Inuit parents are 
aware that it is important for their children to attend school, many are still resentful towards 
their past experiences and find it difficult to support and guide their children throughout their 
formaI schooling experiences. While sorne parents have begun their healing process, others 
remain trapped within their memories. For example, in the next excerpt, Lizzie an Inuit 
community member participating in this PAR Project explains her healing process: 
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[There are lots of discipline problems at school] maybe because of alcohol, drugs and 
beating from the parents, 1 think so ... They have to change their lives first and then their 
kids will calm down. 1 did ... with my adopted son ... He was in school ... he used to be 
very mad like when he didn't want to do something, he got mad easily ... if he got mad 1 
was very tough on him ... After that 1 found out ... it was my fault because 1 didn't love him 
when he was growing up ... So 1 told him sorry ... 1 am not going to [bel mad at you. So 
he is calm, right now he ne ver goes to the office. [He has changed a lot] because 1 
changed, 1 find out the parents if they don't change their life, the kids will do that ... 1 find 
out through him ... [about] myself. .. that 1 had [been] abused when 1 was a little girl ... 1 
didn't know ... because ... 1 hide it in my heart. Through [my adopted child] it came out. 
So right now 1 am thanking [him] because he helped me [with] everything .... He always 
wants to help me or. That's amazing eh? (Lizzie, 2002-2003) 
While Lizzie has begun her healing pro cess, many others remain locked in their painful 
memones. 
The negative effects of colonization and imperialism were not only experienced through 
formaI schooling. Research in the North has also highly affected Inuit community members. 
Researchers and other Qallunaat traveling to the North have used "brutal and inhumane 
practices" towards Inuit community members (Thomas, 1984, p. 17). The irresponsibility and 
insensitivity of certain Qallunaat towards the Inuit has had devastating effects that are still 
very much present in Inuit people's lives and minds. Unfortunately many researchers have 
taken their positions of power and privilege for granted and excluded the voices of the people 
directly involved, assuming to know better what was "right" for the Inuit. 
The Inuit communities of Nunavik still live with the effects of past research grounded in 
imperialistic ideals. For Smith (1999), "the word itself, 'research', is probably one of the 
dirtiest words in the indigenous world' s vocabulary" (p.1). Saqiyuk (1999), a collection ofthe 
117 stories told by three Inuit women from Pond Inlet, highlights sorne of the past 
experiences oflnuit with southern researchers. In 1993, Nancy Wachowich was hired by a 
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//"- Royal Commission on Aboriginal Peoples to record three-generationallife histories 
reflecting the changing lifestyles of the Inuit as retold in their own voices. Nancy returned to 
Pond Inlet in Nunavut where she had previously done her M.A. work to interview Rhoda 
Kauukjak Katsak, an Inuit community member of Pond Inlet, as weIl as her mother and 
daughter. 
ln the next excerpt, Rhoda Kauukjak Katsak recounts her experience as a participant with 
a group of southern researchers in the early 1970's. She explains how she still has scars on 
her forearrns from skin graphs that were part of an anthropologie al experiment. Rhoda 
highlights many issues concerning research with the Inuit that are still very much present 
today: 
1 was telling Josh last night about how my scars were itching ... it reminded me of the 
story about how 1 got them. It was 1971 or 1972 ... A group of scientists came to town ... 
they called themselves anthropologists ... My family was told to go to this little building 
next to the nursing station ... 1 did not know what was going on ... They did sorne tests. 1 
don't remember aIl of them ... Once they took the two pieces of skin off my arrn, they put 
in skin from my sister Oopah and my brother Jake's arm ... They just did whatever they 
wanted when they were up here ... We just did whatever the y wanted us to do. Sometimes 
1 wonder why people agreed all the time even when they didn't want to. 1 guess what it 
cornes down to is that the Oallunaat have always been the people in authority. 1 learned 
that in school. .. We figured that we didn't have any sort of scientific knowledge, so there 
was no way to disagree ... 1 remember with my skin graphs they told us that they were 
trying to find out if a person got burned if they could get a graft from sibling' s skin. 
Maybe they thought Inuk skin was different from QaUunaat skin ... Anyways, the graphs 
didn't heal into my skin. Jake's and Oopah's skin fell off, and the holes healed over. .. 1 
remember being happy when Jake and Oopah's skin feU off my arrn. 1 was happy that 1 
disproved their theory. 1 have had scars ever since. (p. 174-177) 
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Stories like Rhoda recounts in this excerpt lie at the heart of criticism directed towards 
previous positivistic research in the North and highlight existing tensions between Qallunaat 
and Inuit. Rhoda presents a view of research that is quite different from the way in which 
traditional academic discourses have conceptualized research and reported their work. Rhoda 
describes southern "experts" who "parachute" into a community to research treating 
community members no better than laboratory animaIs. Community members are 
experimented upon without informed consent. The researchers did not offer any information 
eXplaining the nature of the research and its purpose in understandable language. The 
concerns Rhoda raises in her narrative lie at the heart of criticism directed toward previous 
research in the North. She also raises questions about knowledge, power and abuse within 
"scientific" research. 
Pennycook (1990) argues that many academic contexts have tended to limit themselves to 
Eurocentric views ofunderstanding and interpreting knowledge. Given the map of Europe 
now in 2006, can this term "Eurocentric View" still be used? The literature often talks about 
a "eurocentric" model which is defined by Battiste (1998) and Pennycook (1990), as 
knowledge which is centered in European thought and, from there on, expanded and ditfused 
in to normalized and generalized 'truths'. See also Battiste (2000), Kirby (1989), Kobayashi 
(1994), Rich (1986), Smith (1999). However, even within an age ofglobalisation where 
knowledge is diffused throughout the entire world, one might question the assumption that 
there is a singular eurocentric model (Maguire and McAlpine, 1994). 
Marie Battiste, a feminist, critiques the Eurocentric attitudes of researchers towards the 
First Nations people in Canada as she explains in this excerpt: 
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The modem intolerance in Eurocentric consciousness has had profound implications for 
schooling, curriculum, and in particular for Aboriginal people who are seeking through 
education to liberate themselves. (2000, p.23) 
The idea that knowledge is political and is used for specific purposes is supported in the 
literature by numerous indigenous authors who elaborate on the devastating effects of 
imperialism and colonialism on Indigenous Peoples (Smith, 1999; Minnick, 1990; Battiste, 
1998, 2000). Smith explains, "research is one of the ways in which the underlying code of 
imperialism and colonialism is both regulated and realized" (p.7). Loss of traditional 
language and knowledge has been a concem for many Indigenous populations throughout 
Canada and the rest of the world who are also concemed about the impact of globalisation on 
their communities. Minnick (1990) explains that non-Indigenous teachers must not only 
change the content of their les sons but they must rethink their "preconscious cultural 
assumptions and habits that are fraught with emotion and reflect not only the ignorance but 
the systematically created and reinforced prejudices of the dominant culture" (p.93). 
Qallunaat teachers who represent 
the dominant culture struggle to 
understand the extent to which 
their cultural assumptions might 
create resistance from members of 
the Inuit community who continue 
to advocate the need to prioritize 
questions of language and cultural 
identity in Inuit communities. The Photo 23. English-Inuttitut Stop Sign, faH 2002 (CM) 
stop sign in Photo 23 is an ex ample of southem cultural dominance in northem communities. 
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The Missions of Self-Government: Political and Linguistic Contexts 
Linguistic Concerns in Inuit Communities: the Heart of Cultural Preservation 
Federal school days marked the beginning of the struggle for the Inuit to preserve their 
languages and dialects. In the 1950's and 60's Inuit language and culture became banned 
from federal schools. Children were to be taught according to a southerner' s view of the 
"civilized way". The Federal School system seriously threatened children in maintaining 
their language and culture as they were spending more time at school than at home. 
ln the late 1960's the Commission Scolaire du Nouveau-Quebec replaced the federal 
school system. FormaI education was placed in the hands of the Quebec government and 
Inuit were given the choice to learn French or English. Parents could choose the language of 
instruction for their children. Unfortunately, many Inuit people living in the communities 
were not properly informed about the changes. They did not really understand the choices 
they were asked to make. French became popular in sorne communities while in others, 
mostly English was taught. Inuttitut was later reintroduced in schools, but efforts were 
inconsistent. Fearing the Quebec nationalist movement and trying to make sense of the years 
of confusion brought upon them, in 1971 the Inuit requested their own government. 
The territory now known as Nunavik was largely ignored by the Quebec government for 
the better part of the 20th century until the hydro-electric potential of the rivers draining into 
James Bay were recognized. Through a series of legal endeavours, the Quebec Government 
was forced to contend with a new found determination on the part of Cree and Inuit 
inhabitants to assert their land rights. The culmination of negotiations with the Province of 
Quebec was the November llth, 1975 James Bay and Northern Quebec Agreement 
(JBNQA). The agreement represented a combination of guidelines for land use as weIl as a 
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significant cash settlement to be implemented for the Inuit by Makivik Corporation. 
Subsequent negotiations amending the agreement with various levels of government have 
furthered the autonomy of the Cree and Inuit for whom the Indian Act no longer applies. 
Thereby, for the first time in Canada, a form of Indian self-government was recognized. 
The benefits for the Inuit were greater autonomy in the delivery of education and health 
services as weIl as economic development of the region. However, this new-found 
independence released the federal and provincial governments from significant future 
financial obligations. Will the cash settlement be appropriately managed so that future 
generations may benefit? Likewise, only the future can tell what ecological, and 
consequently, cultural costs of su ch a massive environmental disruption will have on marine 
and wildlife migratory patterns. (Indian and Northern Affairs Canada, http://www.ainc-
inac.gc.ca/pr/info/info14_e.html) 
The signing of the James Bay and Northern Quebec Agreement (JBNQA) primarily 
involved settling land daims but it also affected relationships between members of the Cree 
and Inuit communities with the Quebec and Canadian governments. Sarah Bennett explained 
to new Qallunaat teachers during orientation, "man y people in the communities were not 
aware of the James Bay negotiations until they heard on the FM that they were building a 
damn" (Field notes, 2002-2003). People were voicing different views in different 
communities. For the Inuit in this language broadcast, language and culture were the two 
main points of concern in terms of owning control of their destiny. Young Inuit with little 
experience in poli tics were faced with having to make important decisions for their people 
regarding future daims to land and economic development. Representatives for the Inuit 
were educated, idealistic, and infused with a spirit of confidence and optimism for the future 
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of their people. Nevertheless, they were negotiating with southern legal and business leaders 
with considerably more negotiation experience. The Inuit were learning to speak a political 
language with government negotiators whose primary interest was maximizing the economic 
potential of su ch a vast and seemingly unused territorial region. 
The signing of the JBNQA in 1975 marked one of the most significant dates in the 
history of the Inuit of Nunavik and the KSB. A unique agreement that gave the Inuit political 
power within Canada, it also involved Inuit giving up certain rights to their land: 
The JBNQA included a total of $225 million as compensation to the James Bay Cree and 
the Inuit of Northern Quebec, to be paid by Canada and Quebec ... In addition to settling 
Native land claims and providing financial compensation, the agreements defined Native 
rights and established regimes for future relations between Natives and non-Natives in 
the region and among local, regional, provincial and federal governments. (Indian and 
N orthern Affairs Canada, http://www.ainc-inac.gc.ca/pr/info/info 14 _e.html) 
The major implication of the signing of the JBNQA for members of the Inuit community, 
unlike the Cree, was that with the cash settlement they lost their right to claim their land. 
While Inuit governments share management and have exclusive rights on these lands for 
issues su ch as fishing, hunting, their land now belongs to the Quebec go vern ment. In this 
respect, it was a victory for the Quebec government as the Inuit gave up their claim to 
land rights. Not aIl Inuit agreed with the JBNQA. For many Inuit the agreement meant 
too much of a compromise because their land no longer belongs to them. 
An important implication for northern education and research emerging from the JBNQA 
is the return of responsibility for education al services to the Inuit. When the JBNQA was 
signed, many Inuit community members believed the y had regained control over their 
education. Unfortunately, in 1975, the Inuit inherited a southern institutional system of 
education that did not meet their own needs. While the Inuit might have been given back the 
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control of their education, they still remain dependent on the southern government for 
funding (Taylor, 2002). The Inuit had to learn to take control of their formaI education by 
training people, developing programs and trying to create an educational vision that best 
reflected their traditions, values and needs. In order to deal with the demands of such rapid 
changes, Community Commissioners in Nunavik were appointed to oversee the 
implementation of the organisational structures. Sarah Bennett explained to new Qallunaat 
teachers' during Orientation Week that "somehow Inuit community members had to back up 
and find their own way to learn how to control" (Field notes, 2002-2003). They wanted a 
system that was better than the one in the South and catered to their specifie needs. 
In the late 1970's, focus was on issues ofhousing, bussing, finances, payroll, equipment, 
travel as weIl as many other more logistical issues. At this time, Inuit community members 
were not seriously thinking about educational content, but did believe they should maintain 
and teach their language. Since the arrivaI of mission schools, the same message of the need 
to maintain Inuit language and culture remained. Inuit community members faced two main 
linguistic concerns. They were primarily concerned with preserving a voice and a space for 
their Inuttitut language. Yet, they were also conscious of the need to learn about the "other 
world" and to learn to speak the two main stream languages French or English. 
Local schools established in every community that had previously been managed through 
the different levels of federal and provincial governments, had to rethink their approaches to 
education. Since 1981, the KSB began training their own Inuit teachers in collaboration with 
the Office of First Nations and Inuit Education at McGill University through intensive 
summer courses. Inuttitut became the official language of instruction for the first three years 
of schooling. The KSB was given the flexibility to adapt the MEQ (Ministère de l'Éducation 
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du Québec) programs of study to local needs, providing that the students fulfil the same 
MEQ requirements as southern students in order to obtain a secondary certificate. The initial 
optimism about the possibilities for schools run by the Inuit were short-lived as the 
challenges ahead became seemingly overwhelming. In their report, Grey et al. (1992) 
mention: 
Few other people in the world today face more change than the Inuit in Nunavik. The 
pace of change, and differences of language, culture, environment, and history aIl 
combine to create unique challenges of learning and adaptation - a heavy task for any 
school system" (p. 5). 
Like education in the South, northern schools have had to adapt to ongoing changes 
regarding teaching practices, curriculum reform and changing social relations. Nevertheless, 
in the northern context these educational challenges are magnified. Many Inuit students have 
grandparents who were born and raised on the land. FormaI schooling is relatively a new 
institution to the northern context. Inuit communities have changed at lightening speed where 
communities can double in the span of ten years. The conventions of formai education 
familiar to southern grandparents and great grandparents were introduced to northern 
communities only a generation ago. It could be argued that the inherent values of institutional 
education or of convention al education which are taken for granted in the South have yet to 
be full Y embraced by northern communities. 
Educational Research Initiatives with the Kativik School Board 
ln 1984 a Northern Quebec Task Force toured the communities of Nunavik and reported 
on the progress and concerns of the Inuit. In 1985, a circumpolar symposium was held to 
discuss educational issues. People from across Nunavik, Russia, Greenland, Alaska and 
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Labrador were invited to make recommendations. Concerns were raised about the 
effectiveness of the educational services provided. Although the Kativik School Board was 
moving in the right direction, high drop out rates, lack of educational standards and 
discipline, and inadequately trained and supported teachers were identified as the main 
concerns regarding the quality of education. Unfortunately, the Northern Quebec Task 
Force's report had !ittle impact on the school board's operations (Grey et al., 1992). 
In 1988, concerned that Inuit children were not succeeding in school and drop out rates 
continued to be alarmingly high, the Makivik Corporation initiated another educational 
review by setting up a Task Force that was to seek impressions, observations and opinions of 
students, teachers and community members throughout Nunavik about their educational 
system. The Task Force hired by Makivik produced a final internaI report entitled 
Silatunirmut [the Pathway to Wisdom] in 1992. In this report, many political issues are 
discussed for the whole of Nunavik and 101 recommendations were made, man y of which 
have been implemented or are now in the process of being implemented. 
The Silatunirmut report was perceived negatively by many senior staff at the Kativik 
School Board because its findings were interpreted as criticism. Teachers and other members 
working on the front line, however, agreed with its recommendations. There is a sense of 
entitlement to one's opinions of the North depending on one's length of stay and degree of 
involvement in the community, especially when addressing a southern audience. Perception 
of one's sense of entitlement stems from experience in the classroom and living in the 
teaching community as opposed to working from an office located in Kuujjuaq or in 
Montreal with only transient northern experience. The length of time spent in the North 
becomes less significant as the politics surrounding staff hierarchy become more of a 
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concern. For example, the priority given to Inuit colleagues who do not hold qualification 
standards in the South is a source of tension for Qallunaat teachers. The position and 
workload of pedagogical counsellors is another concern to many teachers. Many Qallunaat 
teachers are still very critical towards staff working at the Head Office who seem out of 
touch with the reality of teaching in a northern c1assroom and not always responsive to 
present needs as illustrated in the next excerpt: 
Sorne individuals within Kativik are weil organized but as a whole, the organisation is 
totally disorganized. There are three different worlds [Inuttitut, English and French] and 
they don't talk to one another. And then there is administration. ft starts at the top and 
then filters its way down. (George, 2002-2003) 
Like George, many teachers 1 spoke with felt that they could not depend on the school board 
for support. 
The Silatunirmut report did not specifically focus on the perceptions of Qallunaat 
teachers in the North. Its mandate was to provide an overall picture of the state of education 
throughout Nunavik to the Kativik School Board. Nevertheless, it serves as one of the texts 
that 1 draw on for my analysis of Qallunaat teachers' perceptions of their experiences in the 
North. It was a first attempt to explore the challenges faced by Qallunaat teachers. In fact, 
one of the critical problems in the Kativik School Board, according to this report, was the 
high rate of teacher turnover. Specifically, the turnover rate for second-language teachers is 
highlighted at 30% per year, as most teachers keep their position for an average of only one 
to two years. 
Many recommendations were made in the Silatunirmut report for improving the situation 
of Qallunaat teachers. The main reasons for su ch high turnover were, according to Grey et al. 
(1992), due to the adjustment to living in a northern village, lack of teaching experience, the 
frustration of "being powerless in the face of what seems to be a hopeless situation", lack of 
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support and appreciation and sense that nothing is moving ahead (p.45). For Grey et al. the 
explanation is c1ear, "when a system does this to the people who are trying to empower our 
youth, the system has lost its spirit" (p.46). Lack of empowerment lies at the heart of 
Qallunaat teachers' perceptions of identity. The Kativik School Board is aware that important 
changes must be made with regards to the empowerment ofboth students and teachers. Their 
main concern remains: in which direction will change best be facilitated? 
Research on Language: A Pathway to Change 
The language situation in Nunavik remains central to the future educational changes. 
Language, "lies at the heart of any educational policy that aims to meet the needs ofInuit 
children in Arctic Quebec" (Taylor, 1990, p.2). Linguistic concerns are situated between the 
preservation ofInuttitut language and the political situation in Quebec where French and 
English compete (Stairs, 1987). While Inuttitut might be strong, English, and to a lesser 
extent French, are used more frequently in the work place and through the media. 
Mainstream languages such as English and French are the dominant languages in northern 
communities. They are becoming a serious threat to the preservation ofInuttitut. During 
Orientation Week for new Qallunaat teachers, Betsy Annahatak and Sarah Bennett explained 
that Inuit community members talk about language being at the heart ofidentity. For the 
Inuit, language cornes from the land and is so interwoven with so many aspects ofInuit life 
that losing the connection to the land means losing awareness of parts of their identities. 
Annahatak and Bennett stated, "now our language is not healthy. Inuit eIders are concerned 
because they have always said that it is extremely important that we keep our language and 
our culture. But how do we go about doing that now" (Field notes, 2002-2003)? Losing 
control over Inuttitut for Annahatak and Bennett means losing sight of their culture. Indeed, 
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within the northern educational research, there is serious concern that Inuit children are 
losing their indigenous language (Dorais & Collis, 1987; Taylor, 1990). 
Taylor (2002) argues that the threat to Inuttitut is one of the more significant illustrations of 
the devastative effects of the power of colonialism in the Inuit communities. Although 
Inuttitut might still be a "functional and vibrant language" (1990, p. 5), it is quickly losing its 
importance due to the dominance English and French. Much of the focus in northern 
educational research has been centred on the Inuttitut language and on Inuit educational 
values and cultural preservation (Figure 1). For the Inuit as weIl as many other native 
populations throughout the world, losing one' s heritage language means losing an important 
and essential part of one' s cultural heritage (Cummins, 1994). Unlike many other native 
populations in Canada, the Inuit of Nunavik are still trying to maintain their language. In past 
years there have been numerous attempts to better understand the linguistic and cultural 
challenges associated with northern education. 
Figure 1. Educational Research in Nunavik: 
A) Inuit Educational Values and Cultural Preservation 
A) Inuit Educational Values and Cultural Preservation 
J. Inuit teacher training 
Annahatak, 1985; Cram, 1985; Kemp, 1991; Stairs, 1986, 1991, 1996; Wilman, 1987; 
Winkler, 1998. 
2. Cultural dif.ferences between Inuit and Qallunaat styles of 
teaching and learning 
Maguire & McAlpine, 1996 (Nunavut), Stairs, 1991, 1994; Winger, 1989. 
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~ .. B) Inuttitut Language 
B) Inuttitut Language 
1. Acquisition and preservation of Inuttitut 
Crago, Annahatak & Ningiuruvik, 1993; Crago & Eriks-Brophy, 1992(c); Dorais, 
1981, 1985, 1990, 1992, 1993; Taylor, Wright & Aitchison, 1992. 
2. Bilingual education 
Cummins, 1994; Dorais, 1989; Dorais & Collins, 1987; Wright, Taylor, Ruggiero & 
Macarthur, 1995; Wright, Taylor & Macarthur, 2000 
3. Language and identity 
Dorais, 1991, 1995; Stairs, 1992; Taylor 1990,1997,2002, Taylor & Wright, 1989; 
Wright & Taylor, 1995 
4. Inuttitut classroom discourse 
Crago & Eriks-Brophy, 1992(c); Eriks-Brophy & Crago, 1992; Stairs & Annahatak, 
1986; Stairs, 1990. 
Reflective teacher studies in Inuit educational research have also emerged. From their 
experiences growing up, living, teaching or working as an administrator in the North, Hines 
(1958), Thomas (1984), Rupinder (1987), Annahatak (1998), Tompkins (1998), Stocek 
(1998), Stonebanks (2005) and Mueller (2001) offer insight regarding the reality of bridging 
cross-cultural barriers between Qallunaat and Inuit within the contexts of northern education. 
Hines describes her experience teaching in Inukjuaq in the 1950' s and the challenges she 
faced during her four years in Inukjuaq. Thomas explores the need to rethink educational 
language policies that are not meeting the needs of Inuit students. She bases her observations 
and interpretations of the literature on her experiences teaching in two communities in 
Northern Quebec. Based on his experience working for the Kativik School Board, Rupinder 
discusses sorne problems and possible solutions to make education work among the Inuit of 
Quebec. In her monograph, Annahatak reflects on her experiences as an Inuit woman living, 
86 
learning and teaching in a time of rapid cultural change. Tompkins recounts the challenges 
she faced during the four years she worked as a principal in Nunavut trying to implement a 
preventative approach to discipline throughout the school which she refers to as 'Catching 
'Em Being Good'. Stocek shares her experiences working with day-care educators in Cree 
and in Inuit communities in Northern Quebec. Stonebanks explores the concept of culture 
shock through contrasting his experiences as a non-Cree teacher in Northern-Quebec with the 
experiences of Cree students traveling to the South to attend College. In my Masters thesis, 1 
investigated the negotiation of cultures and languages in education by comparing my 
experiences teaching in Nunavik and in Japan. 
A common concern to these reflective studies is the challenge faced by teachers who 
work in northern communities and their perceived lack of support in dealing with such a 
challenge. Educational research with teachers in Nunavik has mostly focused on Inuit 
teachers. When Kativik took on the mandate of the JBNQA, they had no resources in 
Inuttitut. Understandably, Inuit teacher training and pro gram development have been their 
priorities. They had to build programs in Inuttitut and prepare Inuit teachers in order to meet 
their goal of preserving the Inuit language and culture. They had to create materials that best 
reflected their needs. Since the y had inherited a southern structure of education, they also had 
to borrow institutions from the South. In fact, most of the research in northern education 
points to the need to understand the Inuit culture and language and to explore ways to adapt 
southern educational structures to the North. Unfortunately many cultural tensions, as 
southern teachers perceive them have not been voiced. Fear of being labelled racist or of 
being further alienated and criticized for their views forces Qallunaat teachers to distance 
themselves from the cultural tensions rather than attempt to address them. Most teachers are 
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not aware of their colonial mindset. Hingley (2000) thinks that, "we face the task of 
overcoming the colonial mindset that so many of us have internalized" (p.IO 1). There is a 
need to study the impacts of language learning in the North by looking at how language is 
taught, by whom and why? Qallunaat teachers are faced with numerous challenges in trying 
to deal with the challenges of working with the Inuit as they attempt to carve out their 
modern identity while preserving their language and culture. 
The KSB has sought the opinions of Inuit students and their parents in trying to 
determine the direction of change. However, the opinions of Qallunaat have not been 
formally sought out. The Satiugiamiq Consultation was established from 1994 to 1996 to ask 
parents in Nunavik how they envisioned the education of their children. The need to maintain 
Inuit language and culture c1early emerged from this consultation. Between 1998 and 1999, 
an implementation committee was created to follow up on the recommendations proposed by 
the Satiugiamiq Consultation. The KSB realized that the y needed a mission statement to 
guide the process of change. 
The Mission Statement: A Present Reflection on Cultural Integration 
The Kativik School Board's Mission Statement (2002) expresses the concerns voiced by 
Inuit community members throughout Nunavik. It raises certain concerns for Qa11unaat 
teachers: 
In partnership with parents, the communities and other education stakeholders, the 
mission statement of the Kativik School Board is: 
To provide the people of Nunavik with educational services that will guide and enable 
allleamers to develop qualities, skills and abilities that are necessary to achieve 
their well-being and self-actualisation ... 
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Students are expected to have mastery of the Inuttitut language. Inuttitut instruction 
will en able students to: 
· Use Inuttitut in all aspects oftheir personallives. 
· Enrich their personal and cultural development ... 
Students are expected to achieve proficiency in other languages. Basic language 
instruction will enable students to: 
· Use other languages to further their education and pursue career goals. 
· Be able to communicate and to interact with the rest of the world. 
· Enrich their personal and cultural development. 
(KSB Mission Statement, 2002) 
Interpreting and implementing this mission statement presents challenge. Well-being and 
self-actualisation, fundamentally emotional and affective objectives that need to be 
accompli shed through the leaming of academic content, are an essential part of the school 
board's mission statement. Yet, these same objectives present an ongoing concem for 
Qallunaat teachers who are hired mostly to teach language through various subjects. In their 
efforts to lead students to succeed in their academic careers, teachers feel discouraged by the 
need to address present cultural realities in the classroom. How can they teach students to 
focus their energy on learning academic subjects in school when sorne of their basic 
emotional, affective and physical needs are not being met elsewhere in the community? Are 
Qallunaat teachers equipped to address the emotional as weIl as the academic needs of their 
students? 
For Qallunaat teachers, another concem emerging from the mission statement concems 
the dual mandate of the Kativik School Board which is to teach the Inuit language and 
culture but aiso be open to the southem mainstream culture. In trying to position Qallunaat 
teachers within northem education and research according to the mission statement, their role 
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becomes one of partners in the education of Inuit students. For example, in the next excerpts, 
teachers expressed how they envisioned their roles in their Inuit host communities: 
1 don't know if KSB would want to hire me knowing my position but 1 feel more like 1 am 
going to learn than teach. (Tara, teacher, 2002-2003) 
ft will not share the role of the Inuit teacher because ... 1 am white ... 1 am not going there 
as role model either... The only thing that 1 can tell them is that me too 1 come from an 
isolated region ... it has not been easy [for me} to make the junction between the tradition 
and the newness ... 1 had an existential crisis that made me question who 1 was ... when 1 
moved to Montreal, it was difficult because 1 knew that who 1 was in the depth of myself 
was very honest, integral and correct but [it was not} in style. [1 felt 1 was} boring ... 1 
didn't listen to their music, [1 was] so behind ... But, 1 was born on the seaside and that 
no one could take away from me ... When [Inuit students] become teenagers they too 
want to be in the South, 1 also understand that. This is very present in [my own 
community] too. Most suicides have a lot to do with lack of love and a lack of knowing 
who you are. This is what 1 can bring ... 1 can't bring more because 1 am not a part of 
them ... / can also listen ... "1 am different from you but / am also not that different from 
you. 1 a/so had to leave [my community}. / had to fight". (Katia, new teacher, 2002-2003) 
Tara was hoping to learn from Inuit community members and help them feel pride in who 
they are. Katia traveled to the North to listen and empathize with her students' situation. 
Both Tara and Katia were open to learning from their students and exchanging views about 
what it means to be Inuit and Qallunaat. 
My study cornes at a time of great uncertainty. The Kativik School Board has just 
relocated all of its offices to the northern communities of Nunavik. The KSB headquarters 
has been relocated from Montreal, where they have been located since 1975, and set up in 
Kuujjuaq. Relocation has been a long-term goal for Kativik. Yet, there are many 
uncertainties about how the numerous administrative and teaching positions will be filled. 
Who will be trained? What will happen to the wealth of knowledge of southern staff 
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members who have been with the Kativik School Board for many years but did not want to 
move to the North? ln breaking with the past and "relocating" towards new goals, the Kativik 
School Board is in astate of transition. Thus, Inuit community members as well as Qallunaat 
teachers continue to question their multiple positionings with(in) education in Nunavik. 
Positioning Qallunaat Teachers in Nunavik 
So where do 1 position Qallunaat teachers in the multiple contexts ofInuit education? 1 
respond to this question by sharing a personal narrative from my recent experiences in 
Nunavik, Vignette 2: Confronting Changing Realities. Within this narrative are embedded 
contexts of northem education and research. The narrative reflects both personal and 
professional implications 1 see for Qallunaat teachers and it relates to sorne of the challenges 
in which 1 think teachers must situate themselves. Furthermore, in the narrative 1 illustrate 
how the contexts of northem education and research are part of a lived reality that teachers 
negotiate on a daily basis. 1 attempt to situate my observations within a space ofuncertainty 
and ambiguity. 1 address one particular event that has happened in an Inuit community and 
try to position myselfwithin that event as both insider and outsider. The first part of the 
vignette, Revisiting First Impressions, is based on a letter 1 sent home in September 2002 
within my first few weeks ofbeing back in the North. In the second part, Stitching Meanings, 
1 reflect on a particular event that occurred in the community in November 2002: 
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Vignette 2: Confronting Changing Realities 
Part One: Revisiting First Impressions 
1 arrived in the community on the Ungava coast where 1 had previously taught on 
August 18, 2002 with two new Qallunaat teachers. It was a typical beautifullate summer 
day, crisp clear air and a small agglomeration of colourful buildings gathered by the bay 
with miles and miles of tundra aU around. Warm memories jlooded back as we landed 
and were ushered to our new homes on the back of a pick up truck. Passing through the 
village with its backdrop of dark blue sea and icebergs it didn 't take long for the 
quadruplex to be buzzing with greetings and invitations to meet the Qallunaat teachers 
for dinner. 1 was led to a duplex next to the school where my boxes of personal 
belongings and food sent up in early August were waiting at the entrance. 
Photo 24. Looking Out, faH 2002 (CM) 
Sitting in my new home, 1 look out onto 
the Bay and contemplate the peaceful 
landscape (Photo 23). My impressions 
seem to change on a daily basis and 1 find 
it difficult to describe the North to 
anybody these days. My days still seem to 
be filled with many contradictions which 
fascinate and disturb me. Relationships 
are intensely lived. We work and play 
together regardless of personal 
differences. Sometimes our differences are 
trivial, somelÏmes serious. Nevertheless, 
opinions, habits and lifestyles are 
accommodated and respected despite 
these differences. 1 had forgotten how 
easily it is to feel vulnerable to judgement 
and criticism in the North just like it is too easy to get caught in a vicious circle of 
judging and being critical of others. 
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Backtracking to my first few days, 1 flew to the Hudson Coast on August 12, 2002 and 
spentfive days there withfifty new Qallunaat teachers who were going through the 
Kativik School Board orientation. 1 was a little disappointed when 1 first arrived in the 
village where 1 was to meet new teachers du ring orientation because it was bigger and 
not as clean as 1 expected. It is the most southern Inuit community situated on the Hudson 
Bay coast. Unlike most other communities, it is not a dry community. Alcohol is sold at 
the local bar. The Community is split between Cree and Inuit. 1 was toid that a road 
actually separated the two sections. Walking around, 1 did not find the divide to be so 
obvious. The Inuit homes are by the sea and those of the Cree more inland. It is 
interesting to see two schools, two community centres, municipalities, airline companies, 
etc. 1 was also told that there is a "white" section to the community which is slowly 
growing by the airport. 
Photo 25. River, summer 2002 (CM) 
Since we had not yet 
crossed the tree Zine there were 
small pines borde ring the river 
(Phot025). Ifelt Iwas only half 
way up North. Below the tree 
Zine really makes a difference 
in terms of geographical 
environment and the sense of 
freedom compared to the 
tundra. 1 was also surprised by 
the main street which could be 
described as a Honda [AlI 
Terrain VehicleJ highway: people riding around until all hours of the night and drunk 
people banging on the doors trying to get in while we were sleeping. My memories of the 
smaller community where 1 had taught on the Ungava coast were of a much more quiet 
and peaceful place. 
During these five days spent in this community, new Qallunaat teachers were living 
with an Inuit host family. It was interesting to compare notes with teachers living in 
different homes. Although some teachers were surprised to be eating frozen pizza or 
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hamburger helper, it was funny to hear teachers discussing their meals of boiled goose or 
raw arctic char. Teachers also exchanged stories about how they were trying to 
communicate with the Inuit despite language barriers. As many of us encounter in new 
cross-cultural situations, it was interesting how teachers were more concerned about 
learning to speak English or French with their southern colleagues rather than Inuttitut. 
Ali in ail it was a nice (although sometimes hectic) way for new teachers to learn about 
the Inuit way of life and better understand their students when they finally got to their 
own communities to teach. A little more disturbing were the stories new teachers 
recounted about unpleasant events that occurred in some of their host families ' homes at 
night. 
Ileft orientation on Saturday afternoon and followed the "milk run" up the Hudson 
Coast stopping in every community along the way to drop people off and pick others up. 
The flight was spectacular. As soon as we arrived in the next community up the Hudson 
coast and had crossed the tree line, the feeling of really being back in the North struck 
home. The vastness of the land and subtle colours reflecting of the depths of the ocean 
brought back that sense of amazement that l used to have when teaching here. From the 
plane, the landscape looked like Mother Nature 's nails scratching the surface of the rock 
leaving thousands of lakes and rivers along the way. Flying at about four hundred feet 
over the land we could see the geese landing in the lakes and the odd roaming caribou. 
Finally, l arrived in what I once thought of as my home around seven 0 'clock in the 
evening. Although the sun was still way up high in the sky extending daylight a couple of 
hours longer than in the South, the cool air warned us of the colder and darker days to 
come. (Journal, September, 2002) 
My initial impressions upon my retum to Nunavik were filled with excitement about 
retuming to a place 1 loved. Yet, 1 also felt overwhelmed by how 1 was instantly flooded by 
the sea of contradictions and confusion that drifted in and out of my consciousness. 
In the second part of the narrative, 1 describe how as the days became colder and darker, 
many aspects of my identity as a southemer started to feel even more confused as 1 tried to 
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situate myself within the realities of Northern community living and Qallunaat teachers' 
reactions. 
Part Two: Stitching Meanings 
While sitting comfortably 
in my northern apartment 
learning to stitch leather 
mitts in Inuit style, 1 reflect 
on the story 1 have been told 
about a young woman, 
Janice, who died a month ago 
in the community. She hung 
herself in her bedroom doset. 
Some believed that she could 
no longer live with the pain 
of knowing that the man who 
Photo 26. Cemetery, winter 2003 (CM) 
had raped her was walking the streets of her community freely with everybody acting as 
if nothing had happened. This was not the first time she had attempted suicide but this 
time she died. 
1 have recently received the news of the suicide of this young woman from the 
community. Though 1 did not know Janice, 1 learned much more about her as a 
consequence of her death. She was a graduate of secondary five, who spent some time at 
CEGEP only to return to the community she missed so much. 
It is seven 0' dock and it has been dark since mid afternoon. 1 wish it were time for 
bed but there are still several hours to go. Although there is not much snow, the wind 
blows incessantly. The sky is dear and the northern lights are out this evening. They 
reflect the beauty that surrounds me. The lights dance around oblivious to ail that is 
happening beneath them. The wind acts as a constant reminder that poweiful forces are 
at work. The cemeteries near the village (Phot025), also remind me that death is a part of 
life in the North like in the South. 
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l wander abaut Janice, her life, her thaughts and l try ta understand why she died l 
cannect the bits and pieces af infarmatian surraunding her life and her death. l knaw that 
there is much mare ta the suicide than l am aware af It is nat anly abaut the rape. l feel 
hawever the need ta blame this sacial injustice in arder ta justify the suicide. l knaw that 
there are na clear answers but l wander canstantly ... Janice's causin, ane af my farmer 
students' wears new sacks at schaal. They were Janice 's befare she died Her ather 
causin, anather farmer student listens ta her CD and talks ta me abaut Janice 's favaurite 
Céline Dian sang. 
In Navember, during my trip ta Mantreal, l received a telephane call fram ane af the 
new Qallunaat teachers in the cammunity. She is Martha's (Janice's yaunger sister) 
grade three teacher. She had just returned ta her apartment fram the funeral that was 
held in the schaal gym. She is new ta the cammunity and daes nat really knaw haw ta act, 
what ta think, ar haw ta feel. It is difficult ta speak with ather Qallunaat teachers in the 
cammunity because they are alsa in shack. Cammunity members are grieving. Calling 
hame is a reminder af haw distant and incamprehensible the situatian is. She wanted ta 
speak ta sameane wha cauld understand her awn canfusian. 
Upan my return, the Qallunaat teachers and l had aur first weekly graup meeting 
since my return. As always, l began by asking teachers if they have any cancerns they 
wanted ta raise. One af the teachers raised the suicide. We spent almast the entire time 
discussing haw ta deal with students wha are grieving the death af this yaung waman? 
Janice 's Iwa brathers and sister are back in schaal. Teachers did nat really knaw haw ta 
deal with them. Teachers began asking questians: "What da Ida? What da l say? Shauld 
l attempt ta talk abaut the suicide with them? Shauld l try ta entertain them and make the 
classraam a happy place far them when they are with us? l dan't knaw haw ta help my 
students and l am scared that anather child may die. Why is na ane called upan ta help 
us deal with this?" What struck me the mast during this canversatian, was the sense af 
suppart between teachers and the depth of care and effort in trying ta deal with such a 
distressing and traumatic situatian, despite the lack af resaurces, suppart and training 
available. Teachers seemed ta be daing sa much mare than they were capable af Still, 
they wanted ta da mare ta break thraugh the distance. 
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A few weeks later, we met for another weekly group discussion and one of the 
teachers who was having a very difficult time dealing with Janice 's brother 's behaviour 
in class expressed her need to distance herself from the present situation. The previous 
evening before going to bed, she looked out her window and saw her student 's home. She 
went to bed worried about what he might do. She also worried also about whether or not 
she was dealing with the situation appropriately. She explained, "1 need to be able to go 
to bed at night without worrying. That 's hard when l can see my students' homes from my 
bedroom window". 
The following week as we began our group discussion, Janice 's former secondary 
teacher shows the group a photo of Janice and herself during her graduation ceremony. 
This is the same photo she had brought during one of our group meetings in September. 
Back then she had brought the photo to talk about some of the more positive sides of life 
in the North. The small successes that kept her in the community; seeing some of her 
students graduate. As this teacher explained, Janice was the one who made the best and 
longest speech at graduation, she was a great girl and it is so sad that she is no longer 
with us. Today, the teacher did not want to talk about Janice too much because she was 
still grieving her loss. She wanted to share this photo because she wanted us, especially 
those of us who did not know Janice very weil, to remember her as the bright and happy 
young woman on the photo and not as the girl who committed suicide. 
l am perplexed by the changes in Nunavik and the tragic story ofthis young Inuit woman, 
Janice. As a young Qallunaat woman, this suicide reaffirms my frustration with the seeming 
social injustice that overwhelms a small colonized community. The suicide also reaffirms the 
social distance l feel towards my Inuit colleagues and friends. Janice is not the only child in 
Nunavik to have committed from suicide. Suicide is one of the continuing problems that 
affect far too many children in the North. One of my former students found his brother 
hanging in the shack behind the hou se; my student was seven at the time. Another student 
lost the father of her little boy to a suicide death. The sister of a former student also ended her 
life. They were bright and talented young people who somehow gave up. 
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Suicide is no longer a foreign concept that 1 read about occasionally in a textbook. It is 
real and it happens at an alarming rate in Inuit communities. Though it is acknowledged and 
discussed in the community, it is also silenced through inaction. Community members 
continue to struggle to survive within a world that is simply unfair. Perhaps, man y drink in 
order to escape from the sense of confusion brought on by rapid changes. Others take another 
path. They devote themselves to the service of the religious community. Mostly, people just 
keep looking ahead as they try to work together towards better days. Like people in the 
South, sorne live for the small pleasures shared with their families. They look forward to 
weekends where they can find escape in the land, sew, drive their pickups around town or 
watch their favourite TV shows. They try to stay in school. They laugh, they cry but mostly, 
they keep going. It is within these local circumstances that are nestled the contexts of Inuit 
education and research and within which Qallunaat teachers try to position themselves. 
So where do 1 locate Qallunaat teachers in the context of northern education and 
research? They are between past and future, resistance and hope. They are resisting 
themselves and the values of the community. They are resisted by their students and other 
members of the Inuit community. They are inside trying to look out and outsiders trying to 
understand what lies beyond daily perceptions. They resist speaking and doing what seems 
right yet they plunge into resistant situations every time they re-enter the village where the y 
teach. There is a place for Qallunaat teachers to continue their work with Inuit community 
members in Nunavik as partners towards Inuit self-determination. 1 explain in the next 
chapters that for this partnership to be successful, dialogue between Inuit and Qallunaat is 
necessary as a means to create a safe space where a common vision can emerge. 
98 
In Summary 
ln this chapter, Walking on the Tundra: Locating the Contexts, 1 described the multiple 
layers within the nested contexts of Inuit education and research. 1 also described the 
interconnectedness through which the Inuit Community of Nunavik identify with and 
understand their land, their communities, their people and their mission to explain past and 
present geographical, historical, political, social, cultural and linguistic realities of northern 
education. 1 presented a personal vignette, Confronting Changing Realities, and positioned 
Qallunaat teachers within Inuit education between past and future, hope and resistance. In 
chapter 3, 1 de scribe the methodological Action Research approach 1 chose to pursue my 
inquiry of Qallunaat teachers' perceptions of their experiences in the North. 
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CHAPTER3 
CREATING A METHODOLOGICAL FRAMEWORK 
Narratives In Action 
Photo 27. Student's Drawing from David's Art Class, faIl2002 (CM) 
1 storytell with great passion now because of the northern people. They sat and story-
told in their homes and there were times when 1 was watching in great impression how 
intense the listeners were ... This huge tradition of storytelling is so important... and ail 
with the meaning to teach their children. (Doris, former teacher, 2002-2003) 
In the faIl of 2002, as part of an art activity, David asked his students to draw one of the 
soap stone carvings he had borrowed from the school's staffroom (Photo 27). Most Inuit 
carvings depict stories about life on the land and David thought that his students might enjoy 
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using carvings as inspiration to draw. Many teachers like David and Doris appreciated the 
Inuit storytelling tradition and tried to integrate storytelling into their teaching. Sorne 
teachers like Doris returned to the South wanting to share their stories. In this chapter, 1 
describe how 1 created a methodological framework grounded in the Inuit tradition of 
storytelling to share Qallunaat teachers' perceptions oftheir experiences in Nunavik. 1 begin 
with a personal narrative about my process of inquiry. 1 then outline my Action Research 
methodological framework. 1 provide an overview of my data collection pro cess and describe 
the tools 1 used for this inquiry. 1 situate myself as a researcher within an Action Research 
approach and explain how 1 analyzed the data. 
Considering that this project would be submitted to the Kativik School Board (KSB), 1 
wanted my methodology to reflect a view of knowledge that was compatible with Inuit 
values. A narrative inquiry within an Action Research approach facilitated an authentic 
dialogue between collaborating teachers and enabled them to better understand their "shared 
understandings" (Brinton Lykes, 1999, p. 220). 1 argue that the power of Qallunaat teachers' 
stories resides in the links that teachers created through the relationships they formed as they 
tried to make meaning of their experiences from their own perspectives. 
Vignette 3: Three Girls on a Honda connects my Action Research methodology to my 
shifting position as researcher as 1 tried to let Qallunaat teacher voices become central to the 
inquiry. 1 chose this photo of the Three Girls on a Honda because it focuses on the 
challenges faced by Qallunaat teachers in the North: 
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~ .. Vignette 3: Three Girls on a Honda 
Photo 28. Three Girls on a Honda (CM) 
It was a beautiful cold and windy 
Saturday afternoon in October 
2002.1 was out walking on the 
tundra towards the Ungava Bay 
when 1 encountered three girls 
on a H onda. 1 waved to the 
smiling girls and continued my 
walk. My mind immediately 
started to race. 1 was reminded 
of new teachers' first impressions 
du ring orientation in August 
2002, 'They're ail driving around 
on their A TVs ... "( Joanne, new teacher 2002 -2003) and 1 wondered about my own 
perceptions of young Inuit children driving Hondas. In thinking back, the Honda was in 
many ways symbolic of the tensions that existed for teachers in the North. It reflected the 
transition between the Inuit traditional life of mobility and hunting while using modern 
toys. The Honda also represented what many teachers were running away from in the 
South, modernity and the values associated with it. It was the vehicle linking the new 
Inuit generation to their traditions. On this nice faZZ morning, 1 could also see the hunters 
on their Hondas going out on the land to catch caribou. Sadly, there was a bleaker side 
to Hondas. (Journal, 15-10-2002) 
During my time in Nunavik, my perceptions shifted from arrogance, as l smugly judged 
new teachers wh en they seemed surprised by the use of Hondas in the North, to confusion 
with respect to my own views about Hondas. How do Qallunaat teachers reconcile their 
concem for children's safety while respecting a community's attitudes and practices? In other 
words, how do teachers as professionals and concemed adults respond to potentially 
hazardous risks to children's safety within a community that does not seem to share their 
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concern? Many new teachers' comments implied Inuit parents' and community members' 
carelessness and irresponsibility as illustrated in the next excerpts: 
[Inuit parents] do not seem aware of what is going on. Wh en you see children outside 
until 11 :OOpm riding around on Hondas ... smoking joints ... cigarettes and drinking 
beer ... 1 don't really know what they want for their kids. If you really want something 
good, you will keep them at home and they will do something else. (Ingrid, new teacher, 
2002-2003) 
Everybody gets on the 4-wheeler. The mother drives it and 1 saw a little baby on one 
today maybe a year old or two ... At home if we see someone on a 4-wheeler [we think 
that] they are going to be killed and we'd be shocked ... They are not supposed to be [on 
the roadj. .. and they don't wear any protection or anything like that. .. 1 guess it's 
permitted ... there's no law against that 1 am assuming ... 1 guess if you have no other 
way to get around then why not, right? (Catherine, new teacher, 2002-2003) 
Attitudes regarding Hondas and countless other common everyday aspects of northern life 
frequently divide those who are new to the North and those who are familiar with the North. 
During Orientation Week from August 14 to 18,2002,1 thought that if many new teachers 
judged the Inuit for their use of Hondas after only a few days in the North, they would have a 
very difficult time adapting to life in Nunavik. 1 began to see that Hondas were just the tip of 
the iceberg in terms of the cultural shock that teachers might experience. Within a few 
months, my interpretation of Qallunaat teachers' perceptions shifted radically: 
Walking further towards the Bayas the three girls now raced beside me on their Honda, 1 
was reminded of an accident that had occurred earlier in the faU. In late September, 1 
came into school one morning. As 1 walked into the staffroom Timothy greeted me with a 
worried look. He told me that, Johnny, one ofmy former students who was now in his 
teens had been sent by Ambulance Helicopter out of the community late the previous 
evening. Johnny had gotten into an accident. He was playing tag with another girl on one 
of the Hondas. Johnny bumped into her Honda and ran into the back of the school bus. 
He survived with only afew broken ribs, sorne teeth missing and a gash in his leg. He 
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spent a few days at the hospital in Kuujjuaq before being flown down to Montreal for a 
skin graft. He was lucky to come out ofit alive. However, there was an overarching 
concern throughout the school community until we heard that he was going to be back in 
afew weeks. Not long after this incident in our community, we heard on the local radio 
station that a young ten year old girl died in one of the other communities because she 
was driving her Honda down a hill and it tipped over. (Journal, 15-10- 2002) 
Teachers sometimes jumped to conclusions and proclaimed that children should not drive 
Hondas. This way of thinking, however, was dangerous as they were seeking clarity for a 
situation that was not clear. It also labeled the other as careless and irresponsible. On the 
other hand, if teachers tried to distance themselves from the situation, they risked becoming 
indifferent to a reality that they judged unfair. For example, Eva, one of the new teachers, 
expressed her fear of distancing herself from Inuit community members: 
Sometimes 1 have ta be careful not ta give up hope. It is dangerous ta just let go of this 
freshness and untaintedness that 1 arrived with ... 1 am afraid that if 1 stay here tao long 1 
will tell myself that this is who the Inuit are and these are their problems and that's if. 1 
am scared ta think it won't change ... 1 don't want ta lose myoptimism. (Eva, new 
teacher, 2002-2003) 
1 recall how other teachers became frustrated and angry. For ex ample, George, one of the 
Qallunaat teachers participating in the Collaborative Action Research Project, presented 
Photo 29 that he took during recess in late October 2002. He wanted to illustrate his 
frustration with Hondas. In the photo, elementary students who were out for their morning 
recess were playing on staff members' Hondas parked outside the school. George, who was 
supervising that morning, was constantly reminding the children not to climb on the Hondas. 
He became frustrated because he sometimes felt that he was asked to enforce rules that were 
not being enforced throughout the community: 
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Photo 29. Sorne Kids on Hondas 
Same kid gat killed in 
[anather cammunity]last 
week and same kid will get 
killed here ... theyare 
getting yaunger and 
racing ... It sucks that the 
kids are nat caming ta 
schaalandthenwhenthey 
came they are refusing ta 
wark and giving me a hard 
lime ... And al 3 a'clack in 
the morning, weil this is 
what l'm hearing ... 1 wish 
the parents wauld chain them up ... Nat much gaes weil except far kids wha always [try] 
na matter what they are gaing thraugh in their lives. (Gearge, teacher, 2002-2003) 
Teachers like George were trying very hard to contribute to a better future for their students. 
They despaired when they perceived a lack of parental and community involvement in 
children's lives. It was incredibly challenging for teachers to de termine their position towards 
children driving Hondas when the y were not looking from a distance but as outsiders inside 
the community. 1 explained in chapter 1, that Qallunaat teachers were working "in" the 
North, and as such they became a minority. Teachers were insiders to the Southern school 
system but outsiders in almost every other way in this Inuit community. 
Many teachers felt disernpowered by situations such as the one George describes. They 
believed that Inuit cornmunity mernbers had to make the situation better for themselves. 
Qallunaat teachers were hired as part of a tearn to help the Inuit with their mission of 
building bridges between the two cultures. How could Qallunaat teachers approach their Inuit 
students and learn about their Inuit world? How could they he1p their students receive the 
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education they deserved? These questions and others raised by Qallunaat teachers struggling 
to make sense of their shifting identities became central to my methodological framework. In 
the following journal entry, 1 expressed how, similar to teachers, 1 attempted to better 
understand the contradictions 1 perceived in certain realities of northern community living 
from Inuit community members' perspective. 
Walking towards the bay and looking back towards the three girls on a Honda, 1 realised 
that 1 arrived in the North in mid August determined to make a conscious effort to shift 
back to the Inuit perspective whenever 1 sensed a cultural tension, a distancing or an 
issue of disagreement. 1 wanted to make an effort to see from Inuit community members' 
eyes and not to judge their ways. 1 remembered walking back from the bar with my 
drunken Inuit host mother late one evening du ring orientation as the rain pounded on my 
face and the wind blew chills down my back. Trying desperately to hold her so that she 
would not faZZ into the muddy path, we were suddenly stopped by an elderly woman on 
her Honda with her young grandchild sitting snugly in front of her. The grandmother 
kindly offered my host mom and 1 a lift back home and we gladly accepted. On the way 
back, the old woman explained that she was out making sure that people got home safely 
in this bad weather. (Journal, 15-10-2002) 
My challenge now as a Qallunaat researcher lay in exploring the contradictions 1 perceived 
within northern community living, while allowing Qallunaat teacher voices to guide the 
inquiry. 
Tapping Into Qallunaat Teaeher Voie es 
Action Research as Methodology 
In my inquiry with Qallunaat teachers, 1 have attempted to interrupt the contexts of 
colonization in Nunavik and move away from an imperialist research framework. Action 
Research offered me a socio-political space in which 1 could explore Qallunaat teachers' 
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shifting perceptions. 1 was actively involved with participants in a process of reflecting on 
their experiences and responding to their shifting perceptions. 1 lived in the community for a 
year. 1 was familiar with this community because 1 had taught there for two years prior to my 
research. As part of this Action Research Project, 1 was engaged in school and community 
day-to-day activities. 
Brinton Lykes (1999), a PAR researcher, inspired my work. She described PAR as a 
process of "consciousness-raising" in which participants raise their self-awareness through 
inquiring and reflecting collectively (p.225). In chapter 1,1 defined PAR as a community 
based approach to research in which the knowledge, beliefs, opinions and voices of the 
people in the research context bec orne central throughout the entire process of the project and 
their initiatives guide the process of change. 1 explained that my Action Research was 
grounded in many of the ideals of PAR since Action Research and PAR are both change 
oriented research methodologies that seek social change. In this Action Research Project, 
participants worked collaboratively with each other and myself to learn from their shared 
experiences and made these experiences accessible to others. Together, participants and 1 
explored and reflected on sorne of the social problems within their teaching contexts with the 
goals of improving Qallunaat teachers' knowledges and practices in Inuit education. 
Maguire and McAlpine (1994) also addressed the importance of partnerships for both 
practitioners and educational researchers in their case study of Qitigliq Secondary School in 
Arviat, Nunavut. The community named the report Attautsikut which means "Together" in 
Inuttitut. Maguire and McAlpine argued that individu al and collective community 
partnerships were essential to the well functioning of the community. Through collaborative 
planning committees and school initiatives, bridges were built and partnerships fostered. As 
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.~ one of their participants observed: "we need to continue to work together ... if we don't work 
together we'll be back where we were thirty years ago" (p. xiii). Action Research provided 
me with a way in which Qallunaat teachers and 1 could work collaboratively to examine their 
roles, perceptions and beliefs and see how the se could be better understood. 
1 saw Action Research as a process of social change preferably initiated and "led by 
people who are directly affected by a problem" (Webb, 2004, 
http://.cpe.uts.edu.au/pdfs/starting point.pdt) and who had a desire to effect a change within 
their present situation. This Action Research Project involved meeting with teachers, 
principals and pedagogical counselors with professional experience in Nunavik and having 
them share their perceptions of their experiences working in their respective Inuit 
communities. 1 interviewed 33 Qallunaat women, 14 Qallunaat men and 8 Inuit women who 
ranged in age from their early twenties to retired teachers who were in their late fifties. 
Qallunaat teachers were hired from throughout Southern Quebec and the rest of Canada. 
Some of the recently hired teachers had experiences working with students in special 
education, in summer camps or youth centers, and in inner-city or underprivileged areas. 
Most teachers' experiences were in southern, main stream classrooms. Many young teachers 
travelled to the North to begin their teaching career. However, few teachers had experiences 
teaching in multilevel classrooms and many were being asked to teach subjects for which 
they had no training. Very few had education or experience teaching in a second language 
context. While some teachers had second language qualifications, they were educated to 
teach as language specialists or in "classe d'acceuil" [welcome class] which initiate newly 
arrived allophone children to the French language in Quebec. The teachers had no specifie 
training in immersion. 
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1 conducted most interviews with teachers who had been in the North for less than three 
years. The new teachers 1 interviewed during orientation had only recently arrived in the 
North. AlI other teachers, principals and pedagogical counselors 1 interviewed had been 
working or had previously worked in Nunavik for periods which ranged from a few months 
to over 20 years. Most teachers spoke only a few words in Inuttitut; these were mostly words 
learned from their students at school su ch as: ai [hi], qanuipit [how are you?], qanuitigna 
[l'mfine], aa [yes], auka [no], siraoai [wait], thema [that's it]. 
Gaining Access 
My access to participants was helped by my previous teaching experiences in the North. 
As a former teacher in Nunavik, 1 was aware of which issues might be relevant. Retuming as 
a researcher, 1 could relate to many of the challenges experienced by the participants because 
1 had been in similar situations. In creating an Action Research methodological framework, 1 
was guided by the following epistemological principles: 
• Action Research is grounded in a pedagogy of empowerment in which collaborators 
engage in a dialogical process of creating shared understandings with a view of social 
change. 
• Action Research, just like teaching, emerges from the lived realities of participants and is 
committed to an approach grounded in daily experiences of the people directly involved 
who will directly benefit from this research process. 
• Action Research is an approach through which researchers aim to reduce the power 
differential between themselves and the researched in creating a partnership of co-
researchers. 
By engaging in research in Nunavik, 1 knew that the social, cultural, political and historical 
contexts of Inuit education provided a socio-cultural discourse in which teachers' perceptions 
of their experiences could best be explained, shared and understood. 
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My challenge in writing a proposaI for the Kativik School Board was to find a middle 
ground between my research goals and something that would be relevant to KSB in gui ding 
policy at the school board and govemment levels. I was also conscious that my audience was 
for the most part non-acadernic and spoke English as a second language. Despite these 
challenges, I also had to build trusting relationships with the different people who were going 
to influence, guide and support my study. I was able to gain access to the North through 
various people at KSB. The Assistant Director General of the board oversaw my project. She 
read my proposaI and ensured that it met the needs of KSB. She became my contact at the 
school board throughout the project and remained an important guide in facilitating the 
research process. 1 was also warmly welcomed and assisted by the principal and community 
members in the northem community. They too felt that there was a great need to discuss 
Qallunaat teachers' perceptions of their experiences in the North and social distancing 
between Qallunaat and Inuit communities in Nunavik. Throughout my year-Iong stay in the 
North, Qallunaat teachers also invited me into their lives and generously gave of their time to 
con tribu te to the project. 
Data Collection Process 
Overview of Data Collection 
In this section I provide an overview of the data 1 collected from July 2002 to June 2003. 
Since 1 collected a large amount of data, I organised my data collection overview 
chronologically according to six data sets: Individual Interviews, Orientation Week, 
Collaborative Action Research Project, Conversations with Inuit Community Members, PED 
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Days and, Reports and Presentations. In Table 2, 1 listed the data sets and time at which each 
set was collected. 1 also listed the types of data 1 collected in each data set. 
ln the next sections, 1 divide Table 2 into six smaller Tables representing each of the six 
data sets and explain my purposes for using each type of data collected. 1 organised the 
following six tables entitled Overview of Data Collection, in four columns. 1 indicate the time 
when the data was collected. 1 li st the types of data collected. 1 indicate the hours for each 
type of data collected and the pur pose for collecting the different types of data. 
Table 2. Overview of Inventory of Data Collection 
Time Data Set 
July 2002 to August 2003 Individual Interviews 
Interviews with Former KSB Qallunaat Teachers 
Interviews with KSB Pedagogical Counsellors 
Interviews with KSB Principals 
Interviews with KSB Experienced Teachers 
August 14 to 18, 2002 Orientation Week 
Interviews with New Qallunaat Teachers 
Participant Observations 
InformaI Conversations 
August 18,2002 to June 9, 2003 Collaborative Action Research Project 
Daily Field Notes & Personal Journal 
Weekly Group Conversations 
Photo-Voice, J ournals 
Interviews 
Classroom Observations 
September 2002 to June 2003 Conversations with Inuit Community Members 
FM Radio Interview 
Group Interview 
Indi vidual Interviews 
October 21 to 25, 2002 PEDDays 
InformaI Conversations 
Group discussion for new teachers 
Interview with 1 new teacher 
Participant Observations 
From November 15, 2002 Reports and Presentations 
Four Progress Reports & one Final Report to KSB 
Presentations to KSB 
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Individual Interviews 
1 begin with an overview of the individu al interviews 1 conducted from July 2002 to 
August 2003. In Table 3, 1 outline interviews with former KSB teachers, pedagogical 
counsellors, principals and experienced teachers. 
Table 3. Overview of Data Collection: Individual Interviews 
Time Data Collected Hours Purpose 
July 2002 Interviews with 4 1-3 hours To examine how they look back on their 
former KSB teachers each experiences teaching in Inuit communities. 
2002-2003 Interviews with 4 1-3 hours To trace general patterns of the difficulties 
school year KSB Pedagogical each teachers encountered and explored the attitudes 
Counsellors they brought with them to Nunavik. 
2002-2003 Interviews with 2 1-3 hours To explore the positive influence that principals 
school year KSB Principals each can have in supporting teachers. 
2002-2003 Interviews with 3 1-3 hours To explore the long term perceptions of Qallunaat 
school year KSB experienced each teachers from different communities who had 
teachers been in the North from 5 to more than 20 years to. 
Interviews with Former Teachers 
1 began my data collection in Montreal in June 2002 by interviewing four former 
Qallunaat KSB teachers who had taught in Nunavik during the 1980's and 90's. 1 conducted 
open ended in-depth interviews to enable them to reflect on their experiences teaching in 
Inuit communities. 1 was interested in the reasons that led teachers to leave the North and 1 
wanted to know how they felt the North had changed them. 1 drew from the experiences of 
former teachers in order to understand how current profession al development practices might 
be improved. Interviews typically lasted between one and three hours in which teachers 
reminisced about numerous lessons the y had brought back with them from the North. For 
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ex ample in this excerpt a former teacher talked about her experience in terms of defining her 
"adult life" as a pers on both professionally and personally: 
Teaching up there in the first three years of my career ... of my adult life ... defined me as 
a person in terms of my profession and my personallite ... It's the hardest thing l've ever 
done and the best thing l've ever done ... You realize that you're a strong person ... that 
you can rise above whatever crap is going on and that you have a job to do and that 
you're going to do it no matter what. .. 1 remember being home ... at Easter vacation and 
saying "my grade threes still can't read and it's almost the end of the yearf" cause it was 
so much a part of me. (Sara, former teacher, 2002-2003) 
Through interviewing former teachers like Sara, 1 was also able to highlight sorne of the 
issues that new teachers might encounter in Nunavik and later trace how and why teachers' 
initial perceptions of the North change. The interviews with former teachers were also 
helpful in drafting a questionnaire for further interviews 1 would conduct in the North. 
Interviews with Pedagogical Counsellor and Experienced Teachers 
During the school year, 1 conducted interviews with 4 pedagogical counsellors working 
for the KSB and three teachers from other communities who had worked in the North for 
many years. One teacher was married to an Inuk and had been living in Nunavik for more 
than 20 years. The pedagogical counsellors had also previously taught in the North and 
worked in various Inuit communities with numerous Qallunaat teachers over many years. 1 
was able to learn from their experiences and better understand how change might best be 
implemented. For example, one pedagogical counsellor spoke about her perceptions of new 
teachers and their attitudes towards leaving the North: 
1 don't think we need to look at length of time that a teacher stays ... we need to say the 
time that they're here has to be quality time because that's what makes the difference ... 
what can we do to make sure they feel supported and they've got materials and they are 
not feeling Iike they've been hung out to dry ... if a teacher needs to leave ... they never 
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shauld feel badly. .. [or] guilty. There seems ta be a camman idea amangst thase 
teachers who leave - nat with everyane- but with a lot of teachers ... that they're leaving 
cause they can't eut it ... it's nat a matter of "can't cutting it". They're nat in their culture ... 
Yau really have ta come up here and just say: "Ok, 1 want ta see what 1 can do. 1 want ta 
see what's gaing ta happen. 1 dan't knaw what the baundaries are. 1 dan't knaw what's 
gaing on ... If 1 can't then that's alsa fine" ... What 1 resent about narthern experiences for 
young teachers is when 1 see people who come up who are perfectly wanderful ... great, 
talented, lots of ideas and it daesn't wark. They give up teaching ... Yau can never 
ever ... decide that teaching is or is nat for yau by what happens ta yau up here. (Megan, 
pedagagical caunsellar, 2002-2003) 
Megan expressed the importance of providing support for teachers throughout their time in 
the North rather than focusing on the length of time they stayed in Nunavik. According to 
Megan, whether teachers chose to stay in the North or leave, they should not equate their 
decision with a failure in their ability to teach. Megan explained that the North presents a 
unique cultural context but not for aIl Qallunaat teachers. 
Marise, one of the more experienced teachers 1 interviewed, further explained how lack 
of support can be dangerous. According to Marise, many teachers who feel that they are not 
succeeding with their students blame themselves. When no help is provided, teachers' 
feelings of failure sometimes lead to depression. For example, in the following excerpt, 
Marise explained how she considered "shame" or "embarrassment", and lack of support to be 
c10sely tied to reasons for teachers' departure: 
They are burn aut. .. In the last few years 1 have se en many teachers who were 
depressed ... Often we did nat even knaw... They clased the daar ta their classroam ... 
kept ail their problems ta themselves. They must have been ashamed ... 1 can relate 
because 1 went through that last year ... 1 had three chi/dren in my class who were very 
challenging ... 1 cauldn't cape anymare ... 1 cried ... 1 felt tired ail the time ... 1 had ta leave 
schaal early even thaugh 1 was used ta warking late. 1 had ta make a cut.. .. But it's a 
viciaus circle because yau leave schaal early and dan't plan properly sa the students 
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miss-behave an it just gets warse ... 1 was like that last year. 1 alsa clased the daar ta my 
classroam because 1 was scared af being judged ... 1 shauldn't have been 
embarrassed ... l've been warking here many years ... It's warse far new teachers 
because ... theyare told by the administra tors ta go see them for help but administrators 
are always telling us ta stap sending kids ta the office ... sa teachers don't really have 
any help. (Marise, teacher, 2002-2003) 
Marise felt that many teachers left because they were buming out. She reiterated Megan' s 
observation that teachers need to be supported. Speaking to experienced teachers and 
pedagogical counselors like Megan and Marise helped me to see whether or not the many 
issues braught up with teachers participating in the Collaborative Action Research Project 
were a common reality to aIl communities in Nunavik. 
Interviews with Qallunaat Principals 
During the 2002-2003 school year, 1 interviewed 2 Qallunaat principals who were 
working in the North. Teachers who valued their guidance and support referred both 
principals to me. The goal was to tap into the positive influence that principals can have in 
supporting teachers. For example, one principal spoke about how he perceived his raIe: 
The role of the principal is ta be many things ta many different peaple because we're 
kind af caught in the middle of a web ... 1 think principals see their raIes as supporting 
and providing professional growth far Qallunaat teachers but it shauld be dane far ail 
staff ... we should show a great interest in what they're doing ta valida te what they're 
teaching and ta valida te them as professianals. (Jeremy, principal, 2002-2003) 
ln the previous excerpt, Jeremy addressed the need to validate all staff members. A major 
concem for many Qallunaat teachers was that they did not feel validated in their work des pite 
their enormous efforts to help their students. Teachers appreciated Jeremy' s leadership 
because he was able to pro vide support in an area that mattered to them. 
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Orientation Week for New Qallunaat Teachers in Nunavik 
From August 14th to August lSth, 2002 1 traveled to Nunavik to attend the two-day 
orientation workshops for new Qallunaat teachers provided by KSB in one of the larger 
communities on the Hudson coast. Two types ofworkshops were offered. On the first day, 
two Inuit women presented a day-long seminar on the history ofInuit education. On the 
second day, Qallunaat pedagogical counsellors led workshops dealing more specifically with 
Kativik programs. 1 wanted to interview new Qallunaat teachers about their initial thoughts, 
attitudes, goals and expectations as they had just arrived in the North. 1 documented the 
training by interviewing, observing, participating and keeping daily records of activities in 
field notes as illustrated in Table 4: 
Table 4. Overview of Data Collection: Orientation Week 
Time Data Collected Hours Purpose 
August 15 to Interviews with 16 1 hour To examine new Qallunaat teachers' initial 
17,2002 new teachers each thoughts, attitudes, goals and expectations. 
August 15-16, Participant 10-15 To observe how workshops were conducted and 
2002 observations during hours to examine how new teachers responded to the 
3 days of workshops information presented. 
August 14 to Informai To examine new teachers initial perceptions 
18,2002 conversations without pressure from tape recorder. 
August 14 to Daily Field Notes To write notes about my observations of events as 
18,2002 and Personal Journal they happened and reflect on these in the evening. 
During the few days of orientation, 1 had many opportunities to speak with a number of 
new teachers formally and informally about their initial impressions of the North. For 
example, during an informaI conversation one teacher expressed how she was surprised by 
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the differences she perceived between the freedom of children in the North and the South as 
illustrated in this excerpt from my field notes: 
1 spoke with Noella du ring coffee break this morning. She was talking about her first 
impressions. What she noticed most was the difference ... She felt like she was in another 
world even if we are in the province of Quebec ... She was saying that everyone comes 
and goes as they please ... a free for aIl. She came here with an open mind but she was 
realising that she still had her southern views. (Journal, 15-08-2002) 
ln the evening, 1 conducted 16 individual formaI interviews with new teachers in the 
schoollibrary. Interviews typically lasted one hour. 1 elicited responses to a list of questions 1 
used to encourage conversations that 1 have included in Appendix 2. For example, teachers 
expressed certain needs prior to traveling to the North in order to better prepare for their 
northern teaching experience. Sorne teachers mentioned basic needs su ch as, "more practical 
lists, what to do, what to pack, what to expect'?' Other teachers would have appreciated more 
preparation with regards to their profession al task: 
Before [1 would have liked to have met] people who have lived through it ... a former 
teacher ... [who] lived through the same stresses ... (Merissa, new teacher, 2002-2003) 
If 1 would have had [the programs] during the summer, 1 could have asked questions 
when 1 arrived. .. 1 start teaching only two days after 1 arrive in my community. (Ingrid, 
new teacher, 2002-2003) 
Participant observations during the two days of workshops enabled me make links between 
what teachers discussed with me and what 1 saw. 1 explored the type of preparation that was 
offered to new teachers and how teachers responded to the information presented. For 
example, in my journal 1 noted: 
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New teachers are incredibly eager to see what their teaching situation will be like. 
Teachers feel that the materials presented by pedagogical counsellors give them 
something concrete to ... start building an impression ofwhat their teaching situation 
will be like ... a sense offamiliarity and confidence in recognizing ... a part oftheir 
previous experiences which they can connect to this new experience. (Journal, 15-08-
2002) 
1 was later able to connect this observation to the following interview excerpt: 
1 am getting ready to go into the c/assroom and 1 want some very practical activities ... 
relating to English as a second language ... Being a new teacher 1 am just looking for a 
va rie ty of new activities. (Bren don, new teacher, 2002-2003) 
ln my journal, 1 elaborated on comments from teachers like Brendon who wanted to see 
activities that they could do with their students. 1 noted that the activities provided by the 
pedagogical counsellors helped teachers link their University preparation to con crete 
representations of possibilities for their northern teaching assignment. By examining my 
journals with the interviews 1 could confirm my observations and begin piecing together 
teachers' experiences. 
During orientation, 1 also participated in the day outing on the land with local Inuit 
guides. Noteworthy is how new teachers responded to their first experience on the tundra. 
Sorne teachers looked for every opportunity to learn from local Inuit guides while others 
kept much more to themselves. 
Collaborative Action Research Project 
After orientation, 1 followed two new teachers who were going to teach in a small 
community on the Ungava Coast. 1 conducted my Action Research Project with eight 
Qallunaat teachers in this community. From August 19,2002 to June 9, 2003, 1 spent 183 
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days in a small predominantly Inuit community of 257 residents at the tip of the Hudson 
Straight on the Ungava Coast. Before becoming a permanent village, this part of the land had 
originally been the fall hunting camp where beluga was hunted. It was also a great winter 
spot to hunt land and sea mammals su ch as natsik [seal], ai virq [walrus], tuktu [caribou], 
nanook [polar bear], tiriganiaq [fox] and amarok [wolves]. 
Village life began in the late 1940's when the first Catholic Mission was established. 
Inuit children were taught to read and write Inuttitut and new homes were built, now 
commonly referred to as the matchbox homes. A mission schoollasted until the 1960's when 
the first Federal School was established. Nowa modern community, most residents lived in 
southern style houses fully equipped with indoor plumbing and satellite dishes that offered 
over 200 television channels and benefited from diverse community services. 
Photo 30. Kindergarten teacher's tent (CM) Photo 31. View of the Community (CM) 
Inuit community members tried to maintain their traditionallifestyle alongside modern 
community living as illustrated in Photos 30 and 31. For example, the te nt in Photo 28 was 
constructed by the Inuit kindergarten teacher Lisa. Lisa set up her tent just outside the village 
and went there frequently after school and on weekends with family and friends. Qa1lunaat 
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teachers living in the community could witness how Inuit community members like Lisa 
tried to main tain their traditions. 
Spending sorne time in the North and speaking and living in close relationships with 
teachers enabled me to be immersed in a context that shaped their collaborative construction 
of knowledge. Having the opportunity to get to know the participants enabled me to develop 
the necessary rapport to understand the sometimes difficult experiences they encountered 
without necessarily judging them. 
1 initially visited Nunavik from August 19 to October 20, 2002, to discuss teachers' first 
impressions about their teaching situation. In my second visit, from November 20 to 
December 20, 2002, 1 wanted to discuss with teachers how their perceptions changed after 
having spent aImost four months in the community. In my third visit in the spring, from 
March 20 to June 9, 2003, teachers were making their decision to renew their contracts for 
the following year. In Table 5, 1 present the inventory of the data collected in the 
Collaborative Action Research Project in this one community throughout the course of the 
school year 2002-2003. 
When 1 arrived in the community on August 18th , 2002, 1 presented the research project 
to the principal, the Education Committee and Qallunaat teachers. 1 spent the first three 
weeks observing in the school and following new teachers as they settled into the community 
and began teaching. The new school was at the center of the community across the street 
from the old one room school hou se which is now being used as a workshop for the school 
custodian. This new public school managed by KSB with an enrolment of about 120 
students, was a modem facility equipped with computer and science labs and served students 
from kindergarten to grade Il. 
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Table 5. Overview of Data Collection: Collaborative Action Research Project 
Time Data Collected Hours Purpose 
July 2002 to Daily Field Notes To write notes about my observations as they 
June 2003 and Personal Journal happened and reflect on these in the evening. 
September 12, 21 weekly group 1 hour To discuss issues relevant to Qallunaat teachers' 
2002 to June conversations with a each lives in the North and for them to share sorne of 
4,2003 group of 8 Qallunaat the more challenging aspects of their experiences. 
teachers. 
October 10, Photo-voice 100-150 To have teachers engaged in a reflexive dialogue 
December 5, (3 sets of photos photos about their experiences in the North during 
and May 15 from teachers) specifie times of the year. 
Sept. 26, Dec. Joumals 19 week- To trace teachers daily schedules during specific 
5, and May 8 (3 sets of joumals long times of the year and reflect on the se during our 
from teachers) en tries weekly group discussion. 
Sept. 2002, 3 sets of individual 1-3 hours To explore changes in teachers' perceptions of 
Nov. 2002, interviews with 9 each their roles and their relationships with Inuit 
AprillMay Qallunaat teachers community members as they progressed through 
2003 their teaching assignment. 
Sept. 2002 to Classroom 40 hours To observe how teachers were dealing with sorne 
June 2003 Observations of the unique challenges associated with teaching 
in Nunavik. 
During my year in the community, the school was undergoing important renovations and 
an extension was being built. Community members had asked for a triple gymnasium which 
would also serve as the community centre. During a group conversation, one teacher 
presented a view of the construction site in Photo 32. Continuous construction is a concrete 
representation of the fast pace at which the northern landscape and people are changing, as 
illustrated in the next excerpt: 
121 
------ J am going to Jose my great view ... 
The scenery is changing so fast 
here, it is incredibJe. This is the 
new schooJ extension and it is 
really changing the scenery ... it 
represents the North for me 
construction, construction, 
construction. (Cassandra, teacher, 
2002-2003) 
Photo 32. View From my Classroom Window 
Construction of the extension to the new 
school in Photo 32 is another example of 
the building of southern structures over 
northern landscapes to accornrnodate 
southern institutions and conventions. For 
exarnple, the new gym would become a 
gathering place for community members 
Photo 33. Old School House (CM) 
to engage in activities su ch as Christmas 
festivities, volleyball tournaments and graduation ceremonies. Similarly, the Old School 
House in Photo 33, which had served as the school to many community members, had also 
been used for many different purposes over the years. It had once been a temporary home for 
Qallunaat teachers. Presently used as a secondary classroom, it would be transformed as a 
storage area for the school when the extension was complete. The two photos of the schools 
represented a place at which Inuit traditions and southern institutions meel. 
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Two Inuit administrators worked at the school. The principal was responsible for school 
related administrative duties and the Centre Director administered relationships between the 
school and the community. With content being taught in Inuttitut, English and French, there 
were six Inuit teachers working in kindergarten and grades 1-2 as weIl as InuttÏtut Language 
and Culture specialists. French and English teachers taught from grades 3 to Il. 
Unfortunately, there was difficulty finding an Inuk to teach the Boys Culture cIass so they 
were left without a cIass for most of the year. In the faH, a Qallunaat teacher replaced the 
Inuk Physical Education when he gave his resignation. 
An Inuit teacher training counselor also worked on a part-time basis as a student 
counselor. Sorne of the school's special programs incIuded Individual Path Leaming (IPL), 
an Inuttitut Language courses, a Local History course for secondary students, and an Inuit-
Culture pro gram for grades 3 to Il. A secondary cIass trip to the South was organized every 
second year and many extra-curricular activities as weIl as daily events were organized by 
teachers and administrators throughout the year. For example, a yearly blueberry picking day 
was organized in the fall. And in the Spring, one of the Qallunaat teachers organized an Inuit 
themed puppet show from Newfoundland for the students. 
Daily Field Notes and Personal Journal 
With the approval of the principal, 1 conducted much of my informaI fieldwork in the 
staff room located next to the administrative offices. Teachers walked in and out and often 
engaged me in conversations as they dealt with situations particular to teaching in their 
cIassrooms. Working from the staff room, 1 also had the opportunity to converse with Inuit 
staff and to witness how relationships were developing between Inuit and Qallunaat. Much of 
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my work consisted of establishing, building and maintaining positive and trusting 
relationships in school and community. 
1 used daily journals to write notes on these conversations as the y happened and reflected 
on them in the evenings at home. For example, teachers might share a teaching concern, 
discuss a telephone conversation they had with a friend in the South, or share sorne 
perceptions of a lesson they had planned. Through my daily journals, 1 often explored 
questions and digressions that did not appear to be directly connected to the research 
questions but guided the process and served to be significant as the study progressed. For 
example on September 19, in my daily journal 1 recorded situations that teachers shared 
about c1assroom management: 
Shelly had a tough week and does not know what to do about il. She is especially 
concerned with one child ... She is comparing with the South in that ... the resources 
necessary are not available and teachers must do with bits and pieces of resources which 
do not always work. She did not agree with how administrators were dealing with the 
situation but she did not want to criticise "their Inuit ways" ... Eva just walked in the 
staffroom almost in tears. She had a confrontation with a child and lost control of her 
students in class during the last period. She is rethinking her teaching and wondering 
what is not working ... Nena had her first bad day yesterday where she feZt that she was 
getting impatient and her students were testing her ... she was trying to understand why 
one Zousy period at the end of the day made her feel so bad ... Although she couZd 
rationalize what was going on ... she couid not let go of the Zump in her stomach ... Why 
didjust one period get to her? (Journal, 19-09-2002) 
ln the evening 1 wrote my reflection in my journal: 
"The honeymoon period" is over .... Teachers are confused. They are beginning to feel 
trapped by the clash in educational culture. The lack ofresources is also starting to get 
to them ... They are questioning their teaching and starting to blame students, parents and 
administrators for the challenges in their classes. Teachers seem to be getting more tired 
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and down. Their students' lack of motivation (or lack of social investment) is 
discouraging them. (Journal, 19-09-2002) 
l used the themes in the journals to frame interview questions with teachers, group 
conversations, and my analysis of them. For example, the so called clash in educational 
culture was brought up formally with teachers during interviews and group conversations and 
discussed at length. Journals also helped me to reflect on my relationships with Qallunaat 
teachers and Inuit community members. 
Weekly Group Conversations 
After seeking voluntary participation from teachers, on September Ith, l started to work 
with a small group of eight Qallunaat teachers, six women and two men. Teachers agreed to 
meet once a week on Thursday evenings after school for about 1 1/2 ho urs to discuss their 
perceptions of their experiences in the North and to trace how their perceptions might change 
over time. Three teachers were new to the North and the others had been teaching in the 
North from one to six years. Teachers shared their perceptions through taking photos, writing 
journals and conversing about their weekly struggles during these meetings. 
l recorded 21 group conversations from September 2002 to June 2003. Group 
conversations enabled teachers to explore sorne of their attitudes and behaviors in more depth 
and to reflect on their daily experiences. These conversations enabled teachers to listen to 
others and to rely on each other for emotional support, as illustrated in this excerpt from a 
group conversation with Shelly and 6 teachers: 
What 1 love and helps me out a lot in the North ... is that every Thursday we get together 
and listen to others ... On Thursdays 1 teel normal ... sometimes things happen and 1 tell 
myself "this is only happening to me" ... but when we discuss and 1 hear others ... 1 tell 
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myself that it is normal. ft is a tremendous help in adapting to the North and in finding my 
place. (Shelly, teacher, 2002-2003) 
Group conversations included discussions about more typical challenges for teachers in 
the North at different times of the year. Teachers also focused on specifie strategies to help 
students deal with traumatic events su ch as a suicide that had occurred in the community. 
Eventually teachers also discussed specifie topics su ch as teacher identity and their perceived 
reasons for leaving or staying in the North. 1 also invited participants to assist me in 
constructing a theoretical framework for this Action Research inquiry. For example, in the 
following excerpt from a group conversation on April 10, 2002, teachers raised the issue of 
guilt which they felt was linked to their identity as southerners: 
Eva: 1 always feel guilty when 1 have to discipline the students ... 1 know 1 have to set 
limits but 1 feellike 1 can't be myself with my students ... 1 wear this shell ... 
David: 1 think that most of us feel disappointed by our teaching ... and the guilt comes 
from this deception ... but 1 feel that the students don't motivate me to teach. 
Nena: We are part of the system ... and we get sucked in to it. We bake birthday cakes 
for our kids. [In the SouthJ none of my teachers made cakes. It was the parents who 
made cupcakes for the kids in my class ... Ws a funny example but that's what we do up 
here. We do more ... We're still compensating. We're still thinking l'm not doing enough ... 
My guilt is related to an arrogance that 1 think that l'm going to be the one that's going to 
make the difference ... if 1 don't do it it's going to be a disaster for that kid ... 
Linda: [IJ feel guilty when a child drops out but then you hear a comment Iike "weil his 
mother gave up on him" ... Ws not my fault my kid is thirteen and drops out of school in 
secondary one. Ws everyone else's fault... If [the principalJ does not go the extra mile ... 
does she feel guilty? Ooes his mother? So why do I? (Group conversation, 2002-2003) 
Initially, 1 was hoping that teachers' conversations would initiate action su ch as engaging in a 
formaI dialogue with Inuit community members or attempting to find ways to break through 
the social distancing. Listening to teachers recount their experiences and understanding the 
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traumatic incidents they were witnessing on a daily basis, 1 quickly realized that they were 
too caught up in reflecting on their challenges to act on these challenges. 
Teachers first needed time to listen and support one another in order to build shared 
understandings. For example, during a group conversation teachers discussed why they did 
not feel successful in their teaching as illustrated in the next excerpt: 
David: More success tor me would mean being part ot a project with people who are 
involved because as a teacher here 1 don't really teel part ot something ... 
Nena: 1 don't necessarily teel a shared vision ot education with the community ... what 1 
teel is important in education is not necessarily what other people teel is important... 1 
don't have a shared vision about who 1 want young people to become ... (group 
conversation, 2002-2003) 
Teachers' conversations ultimately influenced their daily actions with each other and their 
teaching and living in the community. My goals for the se conversations became for teachers 
to: 1. share their daily perceptions, 2. look beyond their perceptions and reflect on why they 
perceived as they did and together, 3. envision different ways of seeing and reacting. 
Photo-Voice 
1 asked teachers to take photos of their daily activities in the community for the October 
lOth, December 5th and May 15th group conversations. Using photography within the context 
of Action Research created an opportunity for teachers to retell stories that they had captured 
throughout their time spent in the North. The power of photos, according to Brinton Lykes 
(1999) "is unlike any other forms of communication as it is universally comprehensible and 
accessible, and can be used to facilitate discussion, document experience, and facilitate 
critical analysis of social reality and problem solving" (p.217). By focusing on a few specifie 
photos, teachers were able to highlight sorne of the complexities involved in trying to define 
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their roles and to see the borders or lack thereof that exist between their personal and 
professionallives. For example on May 15, 2003 a teacher brought a photo of a fishing trip 
on the previous weekend as illustrated in Photo 34. This teacher eXplained that spring time in 
the North represented a period of revival after the long, dark and cold winter months. Many 
students stayed out late because the days were longer and most community members looked 
forward to weekends when they could go fishing. Teachers were frustrated by what they 
perceived as their students' lacking motivation. However, teachers were also very 
sympathetic towards their students because they also felt they had no energy to teach the 
students who came to school. Implicit within sorne teachers' comments was the guilt 
associated with trying to keep sorne order in the c1assroom while the land became a priority 
for everybody. 
Photo 34. Spring 
This represents what's on everybody's 
mind at this time of year ... fishing ... 
People are ... f10ating in school ... l'm a 
teacher who's trying but ... 1 have students 
who are not really into it ... The class is 
a/most empty ... / wanna s/eep too ... Who 
cares about schoo/? (Cassandra, teacher, 
2002-2003) 
According to teachers, despite the revival ofthe land, everybody in school seemed tired. 
Borders between teachers' personal and professionallives were distorted because they also 
seemed to be influenced by their students' lack of interest in school as illustrated in the 
photos they took. 
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In this project, most teachers used the digital camera to take photos of their homes, 
school and classroom that best reflected their perceptions of life in the North at different 
times of the year. Others brought photos that the y had taken during their time spent in the 
North to reflect on their evolving perceptions throughout their entire time in Nunavik. Photos 
ranged from landscapes to personal and professional activities. AIl teachers used the photos 
to iIlustrate the different aspects of social distancing they experienced and how it affected 
their shifting identities. Sorne teachers used photos to record their daily activities and to 
illustrate aspects of their experiences that were significant to them at different times of the 
year. For example on December 5, 2002, one teacher brought a photo of a calendar to 
describe how homesick she was feeling: 
Photo 35. My Calendar 
There's not much in my head these 
days ... ! can't wait. .. my suitcases are 
almost ready ... It's not that ! don't like 
the North. .. !'m worn out. .. 1 need to 
go home ... ! need to see the North 
trom a distance ... /'m sick ot eating 
canned toods ... 1 miss my tami/y ... 1 
can't wait to see my world ... to just 
teel normal ... 1 teel caught in between 
two worlds ... Sometimes 1 wonder it 1 
think the way 1 do only because 1 am 
up North ... 1 need c1arity in my 
thoughts ... (Shelly, teacher, 2002-
2003) 
The calendar was symbolic because it pointed to teachers' time spent in the community. In 
SheIly's case, the calendar dictated wh en she would be able to "feel normal" again. The 
calendar also illustrated how long Shelly had been teaching in her host community and 
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helped to support her argument for needing to go home and gain a sense of perspective on 
her life in the North. A few months earlier, the calendar would have symbolized the 
beginning of a new experience filled with hope and enthusiasm in contrast to the confusion 
and tiredness expressed by Shelly in December. 
Teachers also used the photos to support their observations and to show what was 
preventing them from accessing the Inuit community and enjoying success in their teaching. 
For example, consider the next excerpt in which teachers discussed in a group conversation a 
photo taken during recess in October: 
Photo 36. That Hand 
a/ways bunch of kids who ... 
David: It is a/ways like 
that when something is 
fun ... to break the fun ... / 
wou/d like to bring this 
photo home without this 
hand in mv face ... [this 
photot] cou/d be one of 
the greatest souvenirs 
from the North. 
Nena: But that is the North. 
That is the metaphor. 
There is ail this positive 
stuff that / wou/d /ike to 
take except that there is 
David: Va, there is a/wavs that hand between them and vou. (Group conversation, 
2002-2003) 
ln his comment, David explains how he struggled to maintain a positive attitude towards his 
northem experiences because of situations like the one depicted in Photo 36. The student' s 
hand that blocks David' s face in Photo 36 is an obstacle for David who is attempting to build 
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positive relationships with Inuit students during recess. When a student interrupts "the fun" 
by disrupting a nice moment between David and another student, David's positive 
perceptions also shift. He becomes frustrated. The student' s hand embodies social distancing 
that prevents David from celebrating a positive encounter with another student. As David 
expresses, it stands "between them and you". The reflections initiated by the photo of the 
hand are an example of how many teachers like David perceived their positions and their 
social distancing with members of the Inuit community. 
U sing photography as a data collection tool and resource, teachers observed their 
practices in and out of their classrooms and engaged in a reflexive dialogue about their 
teaching experiences in Nunavik. Photographs enabled me to enter Qallunaat teachers' life 
worlds and look into the patterns that have shaped their past experiences and continued to 
influence who the y were becoming. By looking into photos, "or really consider them as 
'tangible images' ... [they] play a very important role in framing our sense of the past and 
shaping the course of our future" (Mitchell & Weber, 1999, p. 135). Photography has the 
potential to help order, classify, shed light upon, examine or see the chaos of Qallunaat 
teachers' lived reality. A photo "illustrates how body and appearance [or personal object, 
surrounding objects] can simultaneously reflect a teacher's personal identity, social position, 
philosophy, and even political stance" (Mitchell & Weber, 1999, p. 136). Tippett (1994) 
argues that visual imagery, especially when working in different cultural contexts within 
educational research are extremely useful in allowing participants to express meaning 
without always having to rely on words. The photos also served to guide teachers in initiating 
conversations about the issues they raised and in transforming their realities into shared 
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understandings developed with their group. Wang (2005) describes this process as 
photovoice. According to Wang, photovoice: 
entrusts cameras to the hands of people to enable them to act as recorders, and potential 
catalysts for social action and change, in their own communities. It uses the immediacy of 
the visual image and accompanying stories to furnish evidence and to promote an 
effective, participatory means of sharing expertise to create a healthful public 
policy ... (http://www.photovoice.com) 
Sharing photos provided a space in which teachers could relate to each other and build on 
each others' perceptions. 
Teachers' lournals 
On September 26, December 5 and May 8, 1 asked teachers to keep a weeklong journal of 
their daily schedules in order to trace their daily activities and encounters. These journals 
were discussed during our weekly group conversations. Upon teachers' request, 1 initially 
provided an ex ample of a detailed daily journal entry, in Appendix 3, that sorne of them 
followed. Eventually, most teachers moved away from the structured detailed weekly journal 
and adopted a more persona! approach. For ex ample in May 2003, one teacher reflected on 
her decision to leave the North: 
1 feel most often these days as though 1 am on the outside- an observer of myself, my 
students, my colleagues, my (?) community. 1 wonder if this is part of a process of 
withdrawal, of moving beyond this space (physical, temporal, emotional). Maybe it is an 
unconscious survival mechanism. 
1 am perplexed by the mixture of emotions 1 feel; relief, sorrow, joy, regret and more 
by the mutedness of the emotions. My days seem to slip into each other in a seamless 
flow that lacks intensity or any real depth of feeling. Is this a good thing? Have 1 
achieved that so called state of "professional detachment" or is it more that 1 am 
disinterested and demotivated? 1 know that 1 could be doing so much more: for myself, 
for my class, for the school and yet l'm not: not creating, not writing letters, not planning 
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cool activities, not hooking the kids into after-school art, not cooking new food . .. no t, no t, 
not. 
1 know also that 1 came to the North with high standards, for myself, my teaching, my 
experience- and maybe what is happening now is that 1 am being forced to re-evaluate 
and reorganize my teaching and my ideals into a pattern or rhythm that is sustainable. 1 
am not sure if 1 am happy about this ... 
But maybe this isn't it at all- maybe teaching's just not a challenge in itself anymore- 1 
know now that 1 can handle living in the North ... 1 can get my students to work and 
"behave" (sort of) ... l've Figured out routines and patterns that keep things going 
smoothly and W it is probably these "tricks of the trade" that are causing a slow but 
steady vocational death ... THIS IS NOT HOW OR WHY 1 WANT TO TEACH ... and yet 
it's what works ... 
If 1 have learned anything in my time up North it is that compromise and humility 
and hard work are idealisms' sisters in teaching. 1 am grateful to have learned this but 1 
worry that 1 have listened more to the whisperings of compromise and that the prospect 
of hard work has overwhelmed my idealism and left me with mediocritv. Hmm. (Nena's 
Journal, May 1-8, 2003) 
Nena explained how she felt like an outsider in the community and within herself and with 
her colleagues and her students. As Nena reflected on her week, she referred to her "process 
of withdrawal" and to her "state of 'profession al detachment'" to illustrate how she was 
moving on. While Nena felt that she had found a way to cope with the challenges of teaching 
in Nunavik, she did not feel fulfilled in the kind of life that she had come to accept in the 
North. 
Joumals provided teachers time to reflect on their perceptions throughout an entire week. 
The lack of motivation to teach expressed in many teachers' joumals was also felt towards 
journal writing. While most teachers were happy to share their joumals once they had written 
them, many felt that the process was tedious. The response from teachers about writing the 
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journals helped me to understand the lack of en erg y and motivation or social investment that 
sorne teachers feel at different times of year. 
Individual Interviews with Teachers 
To complement the weekly group conversations, l asked teachers to conduct three 
individual formaI interviews with me. l met with teachers individually in September 2002, 
December 2002 and April 2003 and interviewed them from one to three hours to discuss their 
personal experiences. l used open-ended questions to enable teachers to discuss pers on al 
accounts and certain aspects of their relationships with one another. For example, one teacher 
spoke about homophobia that she might not have been comfortable discussing in a group 
setting as illustrated in this excerpt from Nena: 
Samething that 1 have a really hard time here is with hamaphabia ... Luckily far me my 
relatianships are mastly with men. Let's say 1 wanted ta bring my waman partner here ... 
1 just cauldn't fatham that. 1 dan't think yau want ta apen that can af warms up here, 1 am 
feeling that already. (Nena, teacher, 2002-2003) 
Seeing relationships in the North were intensely lived, issues of privacy were a concern for 
many Qallunaat teachers. Individual interviews also provided more quiet teachers a space to 
share their views without interruption. 
Classroom Observations 
Throughout the school year, l conducted classroom observations. In sorne classes, l 
observed specifie lessons over an extended period of time. In other classes, l assisted students 
with their work, or helped with a particular activity. Teachers had mixed feelings about my 
observations as illustrated in the following excerpt from Nena' s journal: 
1 sa aften feellike 1 dan't have it tagether and that my lessans cauld be mare carefully 
p/anned and cJear/y articu/ated ... / am embarrassed and nervaus abaut having sameane 
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observe the chaos that often en sues when my lesson is only half ways successful. 
(Nena's journal, 2002-2003) 
Classroom observations helped me to reacquaint myselfwith the northem c1assrooms, 
observe the teachers' daily challenges, and better understand the lack of preparation or 
support that teachers might feel with regards to multi-Ievel teaching, special education and 
second language teaching. For example, during one 50 minute c1assroom observation on 
October 8, 2002 1 noted that Rachel had a challenging period with her students: 
Rachel has written instructions on the board so students can ail work according to their 
level. Students walk in, many of them late. They are loud and rude towards the teacher ... 
Students wander throwing pencils, writing on other students work, scribbling on the 
board, lying on the floor, listening to their walkman, going through Rachel 's belonging 
when she is busy helping other students ... After 25 minutes, Rachel finally sends a 
student out of class after having been very patient ... Some students finally settle while 
others Just continue disturbing until the end of the period (Journal, 8-10-2002) 
ln the evening 1 reflected on this observation: 
Rachel was struggling ... she was trying to keep things on simmer ... Sending too many 
students to the office will affect her status. Rachel also feels guilty because she knows 
that most students have been up late and come from dysfunctional families. There was a 
shipment in the community on the weekend and lots of students are absent this week. 
Everyday seems like a battle to see if the students will get through the period or end up in 
the office. Rachel spent most of her time frying getting students back on fask ... No 
wonder teachers are exhausted at the end of a day and feellike nothing is working ahead 
(Journal, 8-10-2002) 
Through the observations, 1 was able to trace how the relationships between teachers and 
students were developing over the course of the year. 1 was also able to tap into how teachers 
have been adapting their teaching approaches and how trust was being established within the 
c1assroom. 
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Conversations with Inuit Community Members 
1 began to involve local community members informally in the research process at the 
beginning of the school year by engaging in conversations with Inuit staff members about my 
research questions. When 1 presented my project to the Education Committee in early 
September to seek their approval, 1 was asked by members of the committee if 1 was going to 
seek Inuit voices. 1 explained to them that the bulk of my work was going to be with 
Qallunaat teachers but 1 was very much interested in speaking with Inuit community 
members about their perceptions of relationships between Qallunaat teachers and Inuit 
community members. Meeting with the Education Committee was my initial access to Inuit 
community members in this project. Throughout the school year 2002-2003, 1 had three 
formaI opportunities to listen to community members' voice their opinions as illustrated in 
Table 6: 
Table 6. Overview of Data Collection: Conversations with Inuit Community Members 
Time Data Collected Hours Purpose 
November 28, FM Radio interview 2 hours To pro vide an opportunity for Inuit community 
2002 members speak about their perceptions of 
relationships between Qallunaat teachers and Inuit 
community members. 
May 6, 2003 1 group interview t hour To explore sorne of perceptions of Inuit staff 
with 6 Inuit staff members towards Qallunaat teachers in order to 
members guide me towards a more balanced view during 
my analysis of the data. 
2002-2003 Individual 1 hour To examine relationships between Qallunaat 
school year Interviews with 3 teachers and Inuit community members from Inuit 
Inuit teachers teachers' perspectives. 
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Conversation Over the Local FM Radio Station 
ln October, 1 asked the principal of the school to suggest a way in which we could engage 
aIl community members in voicing their opinions. She suggested that 1 write a short summary 
of the research project with specifie questions which she would translate into Inuttitut and 
read over the local FM radio station. The radio is used as a major forrn of communication in 
the North and community members are often invited to calI in and discuss different topics of 
interest. Table 7 is the letter 1 presented to the principal to be read over the FM which 
included a short summary of the project and sorne questions for conversation: 
Table 7. Letter to Be Read Over the FM Local Radio Station 
Reflecting on the Lives of Qallunaat Teachers in the Nunavik Community 
Summary 
By presenting my research project over the FM l am hoping to involve parents and other 
community members who would like to share their views, experiences and feelings towards the 
Qallunaat teachers that their children have studied with over the years. l wish to thank you for your 
time and cooperation, your comments are very much appreciated. 
Problem: The degree of academic underachievement of Inuit children and high drop out rates in 
northem schools is a great concem for every community in Nunavik. We desperately need to know 
why Inuit children are not succeeding in school as weIl as they are capable of. Fortunately, there are 
more and more Inuit teachers working in Nunavik. Unfortunately, the majority of teachers are still 
Qallunaat. In any school where the staff changes from year to year, such a situation is not good for 
the academic progress of the students. The high turnover rate of Qallunaat teachers is sadly one 
important factor that affects the success of Inuit children in school. Although Inuit are we1coming, 
very patient and generous towards newcomers, and strongly committed to making the education of 
their children a priority, they rarely are able to build long-lasting relationships with Qallunaat 
teachers which might encourage the southern teachers to stay longer. AIso, Qallunaat teachers who 
go North with the hope of helping and adapting to the Inuit culture sel dom succeed. Relationships 
between the members of these two cultural backgrounds are not easy to build. There is little support 
to help Inuit and Qallunaat understand this gap in communication and, then work towards possible 
solutions. As a result of this distancing, teachers and students feel frustrated in their attempts to 
understand one another. 
Goal: The goal of this project is to try to understand how we could improve relationships between 
Qallunaat teachers and Inuit community members and see how we could better prepare and support 
Qallunaat teachers to teach Inuit children to their full ability and potential. 
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Questions 
1. How would you describe the relationships between Qallunaat teachers and Inuit community 
members? 
2. How do you see the roles/positions of Qallunaat teachers in the North? What do you expect from 
Qallunaat teachers? 
3. What ways of thinking or acting make Qallunaat teachers a heIpfuI, constructive and effective 
force in the North? 
4. Do you think that Qallunaat teachers are well prepared to deal with the numerous new challenges 
associated with life in the North? 
5. How could we better prepare Qallunaat teachers to teach your children? 
*If parents would like to meet with me individually to share sorne of their views in a more 
private context, 1 would be very happy to visit them in their homes. 
On November 28,2002, during my second trip to the North, 1 visited the FM station with the 
principal, to solicit responses from all community members. 1 was given a partial translation 
of the conversation on the FM. Reading the translation helped me to better understand Inuit 
community members' perceptions. For ex ample , Inuit community members addressed the 
issue of cross-cultural communication and explained how they perceived the barriers 
between Qallunaat and Inuit as illustrated in the next two excerpts: 
We don't hate them, we just don't know how to communicate with them. They both don't 
know how to communicate with the different race 1 guess, that is what makes the 
barriers against the Oallunaat and the Inuit. (Inuit community member, FM discussion, 
November 28, 2002) 
What 1 think and what 1 have seen, Oallunaat teachers and Inuit of the communities are 
so far apart from each other, they never see each other, they never visit each other, 
although sorne chi/dren do visit sorne teachers, the parents never see or visit the 
teachers and/or vice versa ... and that is what makes the barriers. (Inuit community 
member, FM discussion, November 28, 2002) 
This conversation over the FM was important in terms of soliciting community members' 
opinions. However, many Qallunaat teachers participating in the Action Research Project 
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expressed their frustration with certain comments from community members during the FM 
conversation as illustrated in the next excerpt: 
The part that / heard / was feeling attacked ... / was like "What, ifs my fau/t?" ... but the 
good thing was that / got a cali from a parent who was worried... when she called she 
was mad but then / spoke with her and she was fine. So maybe it's a start of a new 
communication ... But to say that ... we shou/d do the first move to communicate and 
visit? (Eva, new teacher, 2002-2003) 
Teachers' responses to the conversation over the FM prompted me to seek other modes 
through which 1 could explore Inuit community members' perceptions about their 
relationships with Qallunaat teachers. 1 was interested in speaking with staff members who 
dealt with teachers on a daily basis. 
Information Session 
As a follow-up to the suggestions voiced by Inuit community members, in April 2003 1 
conducted an hour information session with the Inuit staff in the schoollibrary to ask them if 
they were interested in participating in the research project. Following this information 
session, 1 conducted one group interview with staff members and three individual interviews 
with Inuit teachers and staff who were interested in sharing their views. These interviews 
helped me to explore sorne of the concerns and attitudes of Inuit staff. For example, many 
Inuit teachers expressed concern about Qallunaat teachers' prejudices as illustrated in the 
next two excerpts: 
1 really get along with teachers ... who are open ... When 1 hear things [about] Inuit 
ways ... like that parent is not raising their kids weil ... / get offended... Everybody has 
different ways ... when theyare ta/king about an Inuk that doesn't do weil ... it is like they 
are talking about me because 1 am Inuk too. (Susie, Inuit teacher, 2002-2003) 
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/ wonder what they think about us... We don't a/ways "say thank" you "you're 
we/come" ... We don't have the same ways of expressing ... ft is not that we're not 
thankfu/ it is just our way ... ft wou/d be he/pfu/ [ta ta/k about thisj. .. sa they'lI understand 
that it is not that we don't appreciate [we just show it different/y}. (Jeannie, group 
interview with Inuit staff, 06-05-2003) 
Comments su ch as Elisa's and Jeannie's were very helpful in presenting a more balanced 
view of sorne of the challenges of education in Nunavik. Such comments were also useful in 
understanding why relationships between Qallunaat and Inuit community members are 
sometimes difficult to build and maintain. 
Professional Educational Development Days 
From October 21 to 25, 1 asked to attend Profession al Education Development (PED) 
days for Qa1lunaat and Inuit teachers from three nearby communities on the Ungava coast. 
Although 1 did not initially plan to attend the PED days in Nunavik, 1 was able to reconnect 
with many new teachers whom 1 had met during orientation. 1 spoke with them about the 
changes in their perceptions within their first few months of teaching in Nunavik. 1 
participated in the daily workshops and engaged in informaI conversations with many 
experienced teachers from different communities about their perceptions regarding PED days 
as illustrated in Table 8. 
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Table 8. Overview of Data Collection: PED Days 
Time Data Collected Hours Purpose 
From Oct. 21 InformaI To explore the perceptions of Qallunaat and Inuit 
to 25, 2002 conversations teachers from different communities in Nunavik 
ofPED days. 
October 23, Group discussion for Il1z hours To reconnect with sorne of the teachers 1 had met 
2002 new teachers during Orientation Week and trace their shifts in 
perceptions since August 2002. 
October 24, Interview with 1 Ihour To reconnect with this teacher individually 
2002 new teacher because she could not attend the group 
conversation. 
October 22- Participant 10-15 To observe how workshops were conducted and 
23-24 Observations hours how new teachers responded to the information 
presented. 
During informaI conversations numerous teachers spoke about the challenges they were 
experiencing with their students and how they were trying to overcome them. Through 
informaI conversations with two new teachers, Carine and Hariette, 1 was able to better 
understand how their perceptions were influencing their experiences. For example, in my 
journal 1 recorded their approaches and attitudes toward their new teaching contexts: 
Carine is finding it very difficult with her students, but she knows that she is doing the 
best job she can ... She has put aside academics to teach social skills. That might be a 
difference between her and Hariette who seems worried about keeping students on track 
with the objectives outlined in the programs and seems to be killing herself trying to 
teach geometry ... For Carine it is more important to build relationships with students 
and for them to feel good ... She loves the contacts that she has been able to establish with 
students and feels that despite the numerous challenges she is building trust ... That is 
what is feeding her ... Hariette is feeling completely discouraged with her students' lack 
of success. (Journal, 22-10-2002) 
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While Carine and Hariette were both dedicated to their students, they adopted very different 
approaches in their teaching. Consequently, their attitudes towards their students were also 
very different. After only two months, Hariette struggled to find ways to teach her students 
the social skills necessary to function within the c1assroom and seemed defeated by her 
experience. Meeting with teachers during PED days was helpful in terms ofunderstanding 
some of the challenges teachers face as they try to readjust their southern expectations to the 
reality of education in Nunavik. 
Knowing that many of the new teachers 1 had interviewed during Orientation Week 
would attend PED Days, 1 asked the Assistant Director General of KSB if 1 could lead a 1 Y2 
hour voluntary group discussion for new teachers to trace how their perceptions had changed 
since August. During this session in which eight teachers attended, three specifie questions 
were addressed: 1) Aspects ofyour teaching that are currently going well in the North; 2) 
Challenges in your teaching and community integration; and 3) Types of support that might 
be helpful at this time of year. The discussion focused on the different needs teachers had at 
this time ofyear. For example, during the audio-taped group discussion, many new teachers 
expressed the need to be prepared specifically for their first two months ofteaching in which 
they learned to build re1ationships with their students and establish their c1assroom 
environments as illustrated in the next excerpt: 
One thing 1 found difficult was my arrivai in my host community ... We had four days to 
get setfled in our home and classroom ... since this is such a different place 1 would have 
Iiked to have an adaptation period with my students without an academic context... Just 
developing an affective link with the children and getting used to the culture. (Carine, 
new teacher, 2002-2003) 
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Although 1 hoped to guide teachers in exchanging practical teaching tips with one another, 
much of the conversation focused on relating sorne of new teachers' accumulated stresses. 
Conversations helped me understand why teachers need a safe forum to share their 
expenences. 
By conducting participant observations during the three days of workshops, 1 was able to 
explore the type of pedagogical support that was offered to teachers and how teachers 
responded to the information presented. For example, numerous teachers confided that they 
much preferred the workshops given by teachers and pedagogical counsellors who took into 
consideration the realities of the northern classroom while preparing their session. Teachers 
also appreciated hands-on activities which they could use with their students. In my journal 1 
noted: 
Many new teachers complained that some of the workshops are the same as they have 
just spent three years doing in University. They wished that the materials presented were 
more adapted to the reality of the North. Teachers' positive comments came mostly from 
the workshops given by KSB teachers who shared many ideas that have worked for 
them ... teachers also felt a sense of solidarity from speaking with other teachers "in the 
same boat". (Journal, Dctober 24, 2002) 
By participating in the workshops, 1 was able to observe how teachers were benefiting from 
the sense of solidarity they claimed to need. Observing the workshops and listening to 
teachers share their perceptions also helped me to better understand the importance of 
support at different times of the school year. 
Reports and Presentations 
In my ProposaI to the KSB, 1 promised to keep members informed of my progress 
throughout the course of the study. In Table 9, 1 list my reports and presentations to KSB. 
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Table 9. Overview of Data Collection: Reports and Presentations 
Time Data Collected Hours Purpose 
November 15, First Progress Repor1 text To keep members of KSB informed about the 
2002 toKSB progress of this study. 
February 15, Presentation of First 1 hour To present the report to KSB administrators 
2003 Progress Report presentation working in the 14 communities of Nunavik during 
their yearly administrative meetings and to seek 
their feedback on my work in progress. 
February 15, Second Progress text To keep members of KSB informed about the 
2003 Report to KSB progress of this study. 
June 15, 2003 Third Progress text To keep members of KSB informed about the 
Report to KSB progress of this study. 
June 1,2004 Fourth Progress text To keep members of KSB informed about the 
Report to KSB progress of this study. 
August 4, Presentation at the 1 hour To present my work in progress to new and 
2003 Administrators' presentati on experienced KSB administrators. 
Annual Meeting 
August 10, Presented at 1 hour To conduct a workshop for new Qallunaat 
2003 Orientation Week presentation teachers. 
August 22, Submitted Final text To share sorne emerging themes from the study 
2005 Report to KSB with members of the KSB. 
1 provided feedback to the Kativik School Board through distributions of 4 written progress 
reports on November 15, 2002; February 15,2003; June 15,2003 and; June 1,2004.1 
wanted to keep members of KSB informed about the progress of the study. On February 15, 
2003 1 was invited to present my initial progress report to the administrators of KSB during 
their yearly administrative meetings in Kangirsujuaq. There 1 had the opportunity to engage 
in informaI conversations with Qallunaat and Inuit administrators working in the 14 
communities of Nunavik and receive feedback on my project. After sending my third 
progress report in June 2003, 1 was invited to present my work to new administrators at their 
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Annual Meetings in the South. Since my return to the South, 1 was also invited to conduct a 
workshop for new Qallunaat teachers during their orientation week in Inukjuaq in August 
2003. While my work with KSB has been ongoing, 1 submitted a final report to KSB for 
circulation in other Nunavik Communities on August 22, 2005. 1 hope to share this final 
report of my research project with members of the community through a presentation to the 
members of KSB, as weIl as interested teachers, students and community members. 
ln summary, from July 2002 to June 2003, 1 engaged in numerous in-depth, formaI and 
informaI conversations with former and CUITent Kativik teachers, pedagogical counsellors 
and principals and Inuit members of the Nunavik community. By spending time with 
teachers and reflecting on our conversations, 1 came to a clearer understanding of sorne of the 
obvious challenges teachers face throughout their teaching time in the North. 1 focused more 
specifically on the challenges associated with how teachers settle into their school year in the 
fall, just before they return South for the Christmas break and towards the end of the school 
year as teachers chose to stay or leave the North. In total, 1 collected over 150 hours of 
interviews with teachers, including 60 audio-taped individu al in-depth interviews and 21 
audio-taped weekly group conversations. In addition to this data, 1 collected 19 weekly 
teacher generated journal entries, as weIl as over 100 photographs taken by teachers. 1 also 
kept personal records of events throughout the year through my field notes, my own personal 
journals and over 300 photos. 
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Analysis and Interpretation of Data 
Theme-Based Analysis 
My theme-based data analysis is grounded in a socio-cultural historical constructivist 
theoretical framework that 1 used to locate the shifting identities of Qallunaat teachers within 
the multiple contexts of education in Nunavik. The emerging themes represent my 
perceptions of how many Qallunaat teachers struggled as their identities were being 
interrupted, relocated and reconstructed through negotiating their multiple positionings in the 
nested contexts of Inuit education in Nunavik. Here 1 draw more specifically from Geertz 
(1983) who argues that, "the concept of the person, is, in fact, an excellent vehic1e by means 
of which to examine ... another person's tum of mind" (p. 225). The themes that participants 
raised in our conversations helped me to piece together my interpretations of the ways in 
which they represented themselves and create a framework for exploring their shared 
understandings they constructed. Like Geertz, Shields (1991) argues that, "what we call our 
data are really our own constructions of other people's constructions of what they and their 
compatriots are up to ... " (p. 20). 1 was conscious throughout my data analysis and 
interpretation that my subjectivity provided a lens through which 1 perceived Qallunaat 
teachers perceptions of their experiences in Nunavik. However, as 1 engaged in data 
interpretation, 1 tried my best to see the lived experienced of teachers in the North through 
their perceptions of their process of change as they attempted to locate their shifting identities 
in Inuit educational contexts. 
From September 2003 to June 2004, 1 transcribed, analyzed and interpreted the vast 
amounts of data colIected. AlI formaI interviews and group conversations had been audio-
taped and transcribed in their entirety. 1 retumed aIl transcripts to participants to allow them 
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to indicate any sections which they did not want to share. Returning the transcripts to 
participants was also part of my commitment to them in my letter of consent that they would 
receive a copy of their interviews. 1 included a copy in Appendix 4. 
1 highlighted emerging themes directly on the transcripts and categorised them under two 
interrelated overarching themes drawn from the questions that guided the study: Qallunaat 
Teacher ldentity and Cross-Cultural Relationships between Qallunaat and Inuit. Five Sub-
Themes emerged within the Qallunaat Teacher Identity theme and three Sub-Themes within 
the Cross-Cultural Relationships between Qallunaat and Inuit theme, illustrated in Table 10. 
Table 10. Main Themes and Sub-Themes Chart 
1. Qallunaat Teacher Identity 
a. Learning About One self (Professionally and Personally) 
b. The Test of Isolation 
c. Relationships with other Qallunaat Teachers 
d. Expectations of Qallunaat teachers 
e. Looking Back on the Experience 
2. Cross-Cultural Relationships between Qallunaat and Inuit 
a. Relationships with Inuit Community Members 
b. Feeling Safe 
c. Adapting to Local Specificities 
Each Sub-Theme was then broken down into 3rd Level-Sub-Themes, as illustrated in the 
interview excerpt in Figure 2. 
Figure 2. Excerpt from an interview with Rachel (short version) 
Excerpt from an interview with Rachel 
Data Set: CoIlaborative Action Research Projectl Individual Interviews (FaIl)/ Rachel 
Date of Interview: September 18,2002 
Date of Transcription: August 25, 2003 
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Original Interview Transcript: 22 pages 
Location: Teachers' classroom 
Transcription Code: 
[ ] = to illustrate that 1 changed names of people or places or reworded the words to prote ct 
anonymity 
[***] = to illustrate that there were comments that 1 could not understand 
Bold = to emphasize emotions expressed by participant 
*** = to show that 1 eut a passage because we are speaking about something not related to the 
interview (i.e.: someone interrupts) or something that the participant did not want to include in the 
research . 
. .. = to illustrate that 1 combined two passages and eut sections in between the two passages after 
rereading the transcripts 
Underline = to draw attention to important comments 
Excerpt begins ... 
Caroline: ... Can you talk a little bit about more in terms of parents, like there' s a lack of support 
from the parents, or a Iack of understanding of what you're trying to do from parents ... 
Rachel: They expect me to teach their children, they expect me tO ... no thal' s not true, they 
expect their children will be successful, and they expect me to make them successful, and if 
they're not doing weil, then it seems to appear in their minds that it has something to do 
with me and Pm not doing a good job. Now not every single parent feels like this but there are 
quite a few that have really told me in the past that it' s me, and 1 mean, over the years they've 
learned that il' s their child and drugs and aIl these other things, but, they have high expectations 
of what a teacher should be and it seems to be that they think 1 should be parent too, for instance, 
a studenl's not coming to school, why isn't he coming to your class Rachel? Why doesn't he 
want to be there? It' s just like, he' s golfing, or he' s out doing something else. It seems to me that 
sometimes they feellike it's their kids not coming to school because you're not making it 
enjoyable place for them. Il's up to me to make the kid want to school. Whereas you can't make 
a kid want to go to school, 1 can't put those values in the kid that say "it's important to go school" 
or 1 can't make the kid have his 10 hours of sleep a night, or eat his nutritionally balanced diet, or 
you know, 1 feellike there is a high expectation on teachers here, weIl, why isn't he coming to 
your class, you know, for the younger kids that are just starting to go through puberty, or just 
starting to dabble in drugs. Once they're in drugs, the parent knows, once they're drinking every 
night the parent knows, but it' s the transitional years for the adolescents. You know they don't 
know that the guy has a girlfriend thatjust dumped him and he's really depressed, and they don't 
know everything about their teenager, whereas, 1 know, they tell me a lot of stuff and so 1 know 
why they're coming a lot of the, 1 know what's going on with sorne of the students, and it's not 
school, it's life, and they're going through puberty, and they're stressed, one parent, why 
does my daughter wear her parka everyday in class, and 1 was like, she's getting breasts! 
She's embarrassed, she' s going through that stage, they don't think of things like this, they 
think, well, she's depressed, and 1 don't know, it's harder with the younger kids, because they're 
starting to go through things and their parents don't know. [MT: Cross-Cultural Relationships/ 
ST: Relationships with Inuit Corn munit y Members/3r<' level ST: :Expectations from 
Community Members] 
C: .,. Can you talk about relationships, maybe when you first came here, what type of 
relationship did you hope to build with the Inuit, and, how that's changed over time, and how you 
now see relationships with Inuit. 
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R: WeIl, 1 guess, if s like if you move anywhere, you hope that there' s sorne people you can bond 
with. Notjust 'cause, l'm coming to an Inuit community, 1 thought, weIl perhaps there are sorne 
people there 1 can really get along with, and hang out with, and you know, 1 did find one person 
in the community ... 1 really enjoy her company, and mind you she has a lot of problems and 
issues but 1 still enjoy her company, and 1 didn't really have any expectations building long 
lasting relationships with anybody here, because up North l've heard so many stones from up 
North ... You have fun working with the kids, but the thing that'll drive you away from the North 
is the parents. So 1 already knew that, 1 already had expectations that the parents are not going to 
be enjoyable to work with, because, it's not a very structured thing like it is down South ... 1 don't 
feel like 1 can bond with any of the parents of my students because 1 have to de al with them so 
much, and 1 always have to tell them about their kid, and it' s not fun for them to hear, and so, 
relationships with Inuit? There's two people here 1 really like ... that's horrible, but 1 feel just 
so let down by the parents, and 1 don't even want to be with them. And when 1 am with 
them, l'm just so disgusted, like 1 have a student here, and the parent works with the school 
and she's always in and out, and she never cooks him supper, and she never cooks him 
breakfast or lunch, or she never spends time with him, the father never takes him hunting, 
but he takes his younger brothers hunting, never spends any quality time with him, and 1 
know that hurts him, because he's a sensitive guy, as sensitive as a guy can be as a teenager. 
And because it hurts him, it really hurts me to see this everyday, to see him being left out 
from his family, because they couldn't care less, or they don't want to go through ail the 
trouble of learning how to deal with him because he's becoming a teenager •.• and l'm just 
like, simple things like that to show you care, and it angers me, and so 1 can't become 
friends with these people, there's just too much that 1 know, and there's too much pain in 
my class with my students that 1 don't want to be with these people because they cause too 
much hurt to the people that 1 spend with ail day. Like 1 spend so much time with these kids, 
and 1 love these kids, 1 think they're great, but they go through so much pain because oftheir 
parents not spending time or just the things that their parents do, it' s very difficult for me, it' s 
really, really hard for me to want to be with them, to try and see past that, and try and say they 
haven't been taught the skills, they haven't been taught the skills, so how can 1 think of them as 
bad people ifthey don't know, you know ifs a very fine !ine between that for me, but they should 
know the simple basics of child rearing, and how to treat your kids with respect, and how to make 
them feelloved and cared for. Perhaps they were never, 1 don't know ifthis is a fundamental 
thing of a parent should know, or if it' s a learned behaviour, something you learn, and so, 1 just 
see the pain too much with the kids that 1 don't want to be with them and 1 can't. And 1 don't 
know how to get past that and 1 don't know if 1 want to get past that. [MT: Cross-Cultural 
Rc1ationships/ ST: Relationships with Inuit Community Members/3rd Level ST: 
l~elationshiJls with Parents] 
End of Excerpt 
1 selected the excerpt in Figure 2 from an individual interview in the fa1l2002 with Rachel, a 
teacher collaborating in the Collaborative Action Research Project, as an example of how 1 
labelled the three levels of themes. A longer passage of my analysed transcript of my 
interview with Rachel is included in Appendix 5. 1 also include my Emerging Themes Chart 
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in Appendix 6. In trying to make sense of comments like Rachel's and organise them into 
themes, 1 drew out the essential issues that were addressed in the excerpts and 1 underlined 
the passages that 1 felt reflected a specifie theme. 1 then labelled the themes in red with Main 
Themes (MT), Sub-Themes (ST) and 3rd Level Sub-Themes (3rd Level ST) next to each 
passage. 
In the excerpt in Figure 2, 1 asked Rachel to address relationships with Inuit community 
members. In her responses, Rachel addressed two important challenges for Qallunaat 
teachers with regards to building relationships with Inuit community members. On the one 
hand, Rachel mentioned why she found it difficult to entertain relationships with parents. 
Rachel also mentioned that she felt that expectations from Inuit community members towards 
her were not realistic. When 1 transcribed the interview, 1 included Rachel's responses under 
the Cross-Cultural Relationships Main Theme. Reviewing the transcripts, 1 used my 
interview questions as a starting point for labelling the Sub-Themes. For example, the 
interview question: Can you talk about relationships ... that you hoped to build with the Inuit, 
and, how that's changed over time?, became the Sub-Theme entitled, Relationships with 
Inuit Community Members to address the specifie question 1 had asked. However, even 
though 1 labelled sorne initial Sub-Themes according to my original interview questions, 
many other themes emerged from my journals and from participants' responses. 
As my analysis progressed, 1 used responses from participants to create the 3rd Level of 
Sub-Themes. Since Rachel mentioned the high expectations from Inuit parents while 
discussing her relationships with community members, 1 used a 3rd Level of Sub-Theme to 
label her response Expectations from Community Members, as illustrated in the edited 
version of the interview transcript in Figure 3. 1 use the word "edited" because my interview 
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transcripts were very long and 1 had to select excerpts from participants' responses that 
seemed most relevant. 
Figure 3. Edited Version of an Interview Transcript 
MT: Cross-Cultural Relationships 
ST: Relationships with Inuit Community Members 
3rd level ST: Expectations from Community Members 
Thevexpect ... me to make [their children] successful, and if they're not doing 
weil ... l'm not doing a good job ... thev have high expectations of what a 
teacher should be ... for instance, a student's not coming to school, "why isn't 
he coming to your class Rachel? Why doesn't he want to be there?" ... their 
kid's not coming to school because you're not ma king it enjoyable place for 
them ... 1 can't put those values in the kid ... "it's important to go school" ... 1 
can't make the kid have his 10 hours ofsleep a night, oreat his nutritionally 
ba/anced diet ... (Rachel, 18-09-2002) 
The 3rd Level Sub-Themes enabled me to address the nuances raised in participants' 
responses. For example, Rachel felt that Inuit community members associated children' s lack 
of interest in school with poor teaching. 3rd Level Sub-Themes also enabled me to understand 
more clearly sorne of the issues raised by teachers. In Rachel' s case, her frustration towards 
what she perceived as high expectations from Inuit community members was due, in part, to 
her feelings that community members were not assuming their responsibilities towards their 
children' s success in school and were unfairly judging her here. She also felt that there was 
no commitment from the Inuit community to help students be successful in school. 
After 1 fini shed labelling the themes, 1 combined teachers' responses according to each 
data set by cutting and pasting aU comments with a specifie theme into a new word 
document. For example, 1 grouped Rachel's comment regarding Expectationsfrom 
Community Members with aH other comments from teachers' participating in the 
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Collaborative Action Research Project who addressed Expectations Jrom Community 
Members. 
Tracing the Changes in Qallunaat Teachers' Perceptions 
Since 1 recorded conversations with participants over the course ofthe school year, 1 
wanted to reflect the changes that occurred in participants' views and how they shifted them 
over time. My first task was to clearly identify the issues addressed by teachers. For example, 
consider the next excerpt in which Ingrid, a new teacher, shared an incident that occurred 
within her host family during orientation. In this excerpt, Ingrid addressed a danger that 
would be unique to a female teaching professional in the North: 
1 am living with a couple who live with their children's children ... The [grand-father] 
arrived after drinking a lot and he was yelling after his son to give him his money back 
because he thought that he had stolen it. The boy ran outside yelling and swearing [and] 
the dad hit [him]. .. When 1 came in yesterday he was Iying passed out in the entrance 
with the botlle of Vodka ... Another one of their boys who is myage offered me a CD and 
a gold chain. This moming when Ileft he was standing in his room in his boxers ... 1 don't 
reallv know how to react ... It is rough. Last night ... one of the girls said that the one who 
gave me the gifts raped her when she was six. 1 was getting stressed out because 1 was 
going to bed ... 1 don't know if it is true but ... it is strange to experience this. (Ingrid, new 
teacher, 2002-2003) 
Like Ingrid many teachers were concerned about their personal safety. These teachers felt 
they would not have to deal with safety issues in the same way in the South. In this case 1 
prioritised within Ingrid's presumption the concern for Personal SaJety and labelled it as such 
under the 3rd Level Sub-Theme. 1 then included it under the Feeling SaJe Sub-Theme and 
Cross-Cultural Relationships Main Theme. Since this comment was recorded during an 
orientation interview 1 included it in the Orientation Week data set. 1 also grouped together 
the variety of issues raised under one particular theme. 1 present a slice of data taken from the 
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,,-~-, Orientation Week- Individual Interviews data set and included under the Personal Safety 3rd 
Level Sub-Theme 1 gave each excerpt a tide that specified the personal safety issue addressed 
in the excerpt. 
MT: Cross-Cultural Relationships 
ST: Feeling Safe 
3rd level ST: Personal Safety 
Access to Southern Conveniences 
They don't have running water. It's running From the tap but they have to have a tank. 
That concems me ... that 1 am going to have to conserve water which 1 am not used to 
doing ... where 1 come From water is plentiful. (Catherine, new teacher, 2002-2003) 
Feeling Like the Minority 
1 am ... afraid for my own safety ... Last night somebody came ... pounding on the door ... 
[My host momJ ... told me not to open because they weœ drunk. It made me feel that 1 
was not in security... 1 feellike the minority ... It is the first time 1 experience this ... 1 am 
in a confined space. .. 1 can't run away From heœ. (Cecile, new teacher, 2002-2003) 
Afraid of Their Position in the Inuit communities 
1 don't know how they perceive me. 1 heard ... that they don't like white people ... 1 don't 
know if they hate me [orJ they want me to be part of the community. (Bœndon, new 
teacher, 2002-2003) 
Concerned with Being Taken Care of 
The biggest thing that 1 would have to say in terms of negative is ... arriving and then 
we'œ being herded onto a bus and then dropped off into our famifies with no 
introductions ... "grab your bags off the truck this is the house you'œ going to. Walk right 
in". That was a lot to take ... 1 would have liked for them to introduce me to my family ... 
Then last night, 1 went to the bar and [my host fatherJ was theœ ... right away he wanted 
to buy me drinks ... his wife was hugging me and they weœ saying "you'œ my daughter 
and 1 love you" ... 1 know they mean good ... But when 1 arrived 1 thought "oh my god, 1 
can smell the alcohol off of him. He's spitting in my face .... 1 don't know what he's 
saying". .. But in the morning and he had made me bœakfast and 1 could understand 
him ... 1 just try to take it as it comes and don't wony too much ... Just try not to judge to 
much. If 1 would have thought in my head that they weœ a terrible family then 1 wouldn't 
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have gone past it no matter they had done ... But 1 was like "they are doing the best they 
can do with what they know" (Joanne, new teacher, 2002-2003) 
Again, in these excerpts, new teachers expressed their concerns, fears and worries with issues 
they felt affected their personal safety. In the South, Qallunaat teachers relied upon certain 
assumptions when a safety issue presented a threat to their physical, material or emotional 
well-being. For example, teachers like Catherine who were concerned with water assumed 
that there was a water system in place back home to assure that water was always c1ean and 
plentiful. However, in the North water was taken from a nearby lake and delivered by truck 
on a daily basis. When the water truck broke down, the water supply was sometimes 
interrupted and teachers as well as community members could be without water for a few 
hours and possibly a few days. In the North, teachers were also concerned about the quality 
of the water in northern communities. 
Cecile and Brendon expressed their concerns about community members' perceptions of 
teachers and how that might affect their security within the community. In the South, Cecile 
and Brendon knew that there was a telephone number they could calI for emergency response 
and a comprehensive system for medical care and police services to safeguard their security. 
However, for teachers in the North, there was a perception that these same safeguards did not 
exist, or at least were not delivered to the same high standard that teachers expected in the 
South. Southerners wondered: How well trained was the policeman, a native of the 
community? Where were the ambulances and doctors to provide immediate care in case of 
emergency? Where was the Fire Department? Teachers like Joanne were also concerned 
about how they would be supported through their professional experiences and with 
community members in the North. While Joanne tried not to worry about the lack of support 
in getting to know her host family, she shared her fears about coping with sorne of the social 
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issues that her students would bring to the classroom. Through this pro cess of comparing 
responses according to data sets labelling the issues raised by new teachers under particular 
themes, l began to see how one teacher's comments were connected to other teachers' 
expenences. 
After l fini shed comparing excerpts in each data set under the three levels ofthemes, l 
further organised the excerpts in terms of a general process of change that l saw emerging. 
For example, l joined Cecile' s comment about being afraid for her personal safety with 
comments from Nena and David. However, while new teachers like Cecile were concerned 
with inebriated Inuit community members banging on their doors in the middle of the night, 
more experienced teachers, like Nena and David, shared their own experiences with break-
ins in Qallunaat teachers' homes and add new insights to the issue ofpersonal safetyas 
illustrated in the next two excerpts: 
Having my house broken into ... it happened twice last year. They smashed my guitar 
and made holes in the wall ... 1 was just like OK what are the causes? ... 1 wrote a letter 
and presented it to the municipal counci/ ... 1 didn't push them to do anything about it but 
1 did ask to be able to say this is what 1 think ... 1 feellike it is because 1 am Qallunaat 
and that is the reason that you are not doing anything ... and that makes me feellike 1 
don't want to stay and you need to know that 1 feel that way .... And then 1 went and 
confronted the kids myself with the support from [an administrator who 1 had a working 
relationship with]. .. 1 just wanted them to feel something. 1 just wanted them to have 
some consequence even if that was a twinge of gui/t. .. At the same time 1 don't want to 
get to the point where it doesn't affect me at ail. That will be time to leave the North. 
(Nena, teacher, 2002-2003) 
1 got broken into ... and 1 felt really racist. It is the first time in my life 1 feel those feelings 
really strong so 1 did not Iike it because 1 am not used to feeling those feelings but they 
were there so 1 had to deal with it. Now 1 passed through those feelings but there are 
some other feelings that frustration and disappointment about proving myself (David, 
teacher, 19-09-2002) 
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Nena and David's accounts added new insights into Qallunaat teachers' perceptions of their 
personal safety because they discussed the complexities involved in trying to define racism 
and social distancing in the North. In the South, break-ins are distanced by institutions 
dealing with crime and punishment. Comments like Nena and David's also helped me to 
identify sorne of the reasons why teachers leave the North and draw recommendations for 
Qallunaat teacher preparation and support. Nena perceived the illegal entry in her home as a 
personal attack and questioned why nothing was done at the community level to rectify the 
situation. Many Qallunaat teachers, like Nena and David, wished that there was someone 
removed from the Inuit community to act as a protector or mediator in su ch situations as 
break-ins. However, in the North, aIl the roles belonged to members of the community who 
were most often related to the perpetrator of a crime, thereby changing the way justice was 
perceived and dealt with. Nena and David both knew that they could not change the way 
things worked up North. They struggled with their perceptions as outsiders, with their own 
racist feelings, and with their perceptions of the reverse racism directed towards them in the 
community. These two teachers also illustrated how events such as break-ins would affect 
their perceptions of their position as outsiders within their host community. 
Writing About Qallunaat Teachers' Journeys to Nunavik 
ln order to trace teachers' perceptions over time and explore how the y positioned 
themselves into a "space of othemess", 1 organised the themes in a linear fashion to follow 
the course of a school year from when new teachers arrived for their orientation in mid 
August, to mid June when the y retumed to the South for the summer. 1 used my Data 
Collection Overview table as a starting point to discuss my findings in terms of five phases 
addressing the challenges Qallunaat teachers' perceive when attempting to build cross-
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~ .. cultural relationships with their Inuit students, colleagues and community members, as 
illustrated in Figure 4. 
Figure 4. Emerging Themes from Data Sets 
1. Romanticising the Inuit: Attracted by Differences 
Orientation Week, Collaborative PAR Project & PED Days 
2. Adjusting Southern Misconceptions of the North: Encountering Differences 
Orientation Week, Collaborative PAR Project & PED Days 
3. Understanding the Inuit Educational Culture: Wrestling with Differences 
4. Building Cross-Cultural Relationships with Inuit Community Members: 
Overcoming Differences 
Collaborative PAR Project, Conversations with Inuit Community Members 
& PEDDays 
5. Focusing on the Small Successes: Looking Beyond Differences 
Collaborative PAR Project & Individual Interviews 
For ex ample, 1 used the first phase, Romanticising the Inuit, to examine the types of 
misconceptions that Qallunaat teachers brought with them to Nunavik and how teachers 
attempted to adjust their southern misconceptions to their northern reality. Most of the 
teachers' responses to this phase emerged in the Orientation Week, Collaborative Action 
Research Project & PED Days data sets. In the fifth phase, Focusing on Small Successes and 
Looking Back on the Experience, 1 drew mainly from conversations and observations in the 
Collaborative Action Research Project data set in the Spring 2003 in which teachers looked 
back on their school year and complemented these conversations and observations with 
Individual Interviews with former teachers, pedagogical counsellors and experienced teachers 
who were able to look back on their experiences over many years in the North. 
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1 also looked to see which themes were specific to certain data sets and which themes 
were recurrent throughout the year. 1 present three responses from Shelly, one of the new 
teachers who 1 interviewed during Orientation Week and later participated in the 
Collaborative Action Research Project to illustrate how 1 traced a recurrent theme. In 
August, during Orientation Week, 1 asked Shelly how she perceived her role as a Qallunaat 
teacher. In her response, Shelly indicated that she felt her role would be the same in the North 
as it was in the South, to her guide her students in their learning: 
1 do not think that it will change whether 1 am in the North or in the South ... 1 think 
that we are there ta guide ... ta try ta encourage them ta learn new things, make it 
more interesting and motivating as possible ... We have ta Iisten ... ta know what they 
might be living and ta have lots of patience. (Shelly, new teacher, 2002-2003) 
When 1 later interviewed Shelly in November 2002 and in May 2003, she had shifted her 
views considerably. In November, Shelly felt discouraged by her new teaching context. She 
felt more like a social worker than a teacher and explained that she could not guide her 
students' learning until they had learned certain rules of social conduct in the classroom: 
1 was hired ta teach but 1 am babysitting 85 % of the time .... 1 can't do anything with 
these kids ... 1 am a social worker ... 1 am trying ta teach them respect. .. without it 1 
cannat teach. .. They have ta learn ta calm themselves ... They can't always be 
c1imbing the walls ... this is not cultural, they have ta learn control. (Shelly, new 
teacher, 2002-2003) 
ln May, Shelly was able to look back on her initial perceptions and admit that she was 
confused about her role as a Qallunaat teacher. Through her year teaching in the 
community, Shelly had learned to adjust her expectations: 
My expectations ... they ail fell flat. .. 1 did not know what 1 was getting into ... 1 don't 
know what a good teacher in the North is ... we can't compare with the South .... It's a 
different reality. .. Ilearned that 1 can't push my students tao much. .. they will do 
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what they can ... myexpectations are much lower than in the South in part because 1 
am demoralised ... 1 also learned that we really can't have any preconceived ideas ... 
we can disagree with some things but we have to accept that this is the way it is here 
and it's not our co mm unit y and we can't tell people what to do ... 1 need much more 
patience here than in the South ... and you can't take things personally. (Shelly, new 
teacher, 2002-2003) 
l drew from conversations with teachers like Shelly, to illustrate how teachers' learned from 
their experiences and how their perceptions changed over time. Tracing the changes also 
helped me to better understand how and why social distancing occured. In Shelly' s case, 
even though she had arrived in August willing to listen and to be patient, towards the end of 
the year she had clearly defined herself as an outsider in the community and accepted defeat 
as part of her position in the community. 
Keeping the two main interrelated themes of the study: Qallunaat Teacher Identity and 
Cross-Cultural Relationships between Qallunaat and Inuit in mind, l was now ready to place 
teachers' perceptions into a linear storyline. l started to address the challenges Qallunaat 
teachers perceived when first attempting to build cross-cultural relationships with their Inuit 
students, colleagues and community members. For example, when looking at the Orientation 
Week data set l first tried to explain what drew teachers to Nunavik. l began piecing together 
the excerpts that responded to the question: Why the North? l then gathered excerpts from 
teachers about their Expectations and First Impressions. This led me to further discuss how 
teachers were Confronting the Realities of the North. These titles eventually became Sub-
Themes. In Figure 5, l highlight sorne of the emerging themes from the Orientation Week 
Data Set. 
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Figure 5. Emerging Themes from Orientation Week Data Set 
1) Adjusting Southern Misconceptions of the North 
Orientation Week 
1. Why the North? 
2. Expectations of the year? 
a. What will make you a good teacher for the North? 
b. Length of Stay? 
c. How the North will change you? 
3. First Impressions? 
a. Impressions of Orientation Week 
i. Living with a Host Family 
ii. Workshops 
4. Fears, Anxieties, Concerns 
5. Relationships with Qallunaat Teachers 
6. Confronting the Realities of the North 
a. Preconceptions and Misconceptions 
b. Stereotypes 
As 1 began to piece together the excerpts from my conversations with participating teachers, 
pedagogical counsellors, principals and Inuit community members, 1 inc1uded 
my reflections of teachers' journeys to Nunavik. 
InSummary 
ln this chapter, Creating a Methodological Framework, 1 described my methodological 
approach for understanding Qallunaat teachers' perceptions of their experiences in Nunavik. 
1 began with a pers on al narrative to illustrate how 1 drew from the Inuit tradition of 
storytelling to shape my Action Research inquiry. 1 then c1arified how Action Research 
offered me a socio-political space in which 1 attempted to interrupt the contexts of 
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colonization in Nunavik through reflecting with teachers on their shared understandings 
about their positionings in their host community. 1 described my data collection process and 
provided an overview of my data collection. As well, 1 explained how 1 conducted a theme-
based analysis to interpret the data. In the next chapter, Envisioning a Place for Qallunaat 
Teachers, 1 present and de scribe my theoretical framework for understanding teachers' 
perceptions of their experiences in Nunavik. In chapter five, Qallunaat Teachers' Journey to 
Nunavik, 1 present the understandings drawn from Qallunaat teachers' perceptions of their 
experiences in Nunavik. 1 use my Final Progress Report to KSB as a starting point for 
presenting Qallunaat teachers' perceptions of their experiences in Nunavik and complement 
teachers' comments with my own reflective understandings of their journeys to the North. In 
writing the se chapters, 1 was guided by how the two main interconnected themes of this study 
come together in a "space of otherness". 
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CHAPTER4 
SITUA TING IDENTITY IN A THEORETICAL FRAMEWORK 
Envisioning a Place for Identity at the Crossroads of Change 
Photo 37. Boarding the Plane to Nunavik (CM) 
When many new Qallunaat 
teachers board the plane to 
Nunavik, they often envi sion a 
place for themselves within their 
Inuit host communities. In the 
ensuing months, these teachers will 
draw on their various backgrounds 
and past experiences to better 
understand their shifting identities 
in this new context. My 
interdisciplinary theoretical 
framework draws from various 
academic disciplines to explore 
issues central to understanding 
Qallunaat teachers' changing 
identities. 1 chose an interdisciplinary approach because 1 wanted to use more than one 
theoreticallens to make sense of the data and locate my inquiry with Qallunaat teachers. 
1 felt that my research questions could not be appropriately addressed using only one 
discipline. This approach enabled me to appreciate different theoretical perspectives and 
approaches and use them to most suitably address my research questions. 
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ln this chapter, 1 situate the concept of identity within my interdisciplinary theoretical 
framework. 1 use the works of Merleau-Ponty (1962), Abram (1996), Taylor (1991) and 
Bakhtin (1981, 1986) to define identifies as shared dialogical spaces from a philosophical 
perspective. 1 draw on Lefebvre (1991), Soja (1989), Freidman (1998), Shields (1991) and 
Lemecha (2000) to identify identities as imaginary spaces from a human geographical 
perspective. 1 apply the views of social constructivist theorists Bruner (1986), Vygotsky 
(1978), Wenger (1998) and Wertsch (1991) and social-psychologist Taylor (2002) to 
describe identities as creative and created interpersonal spaces. 1 use the works of cultural 
theorists Bhabha (1994) and Hall (1990) to define identifies as cultural spaces. 1 drawon 
Sâkéj (2000b) to characterize identities as dialogical spaces and shared visions. 1 then 
present my framework for understanding Qallunaat teachers' process ofidentity construction. 
Identities as Shared Dialogical Spaces 
1 see identity first and foremost as a shared dialogical space within which individuals 
negotiate their possibilities for the future. A space, as described by phenomenologist 
Merleau-Ponty (1962) is "not the setting (real or logic) in which things are arranged, but the 
means whereby the position ofthings become possible" (p.243). It is a place within which 
individuals' voices come to life and through which their existence is rendered meaningful. 
Like Merleau-Ponty who sees "means" as central to individuals' possibilities to effect 
change, 1 define Qallunaat teachers' identities primarily according to their perceptions of 
their possibilities to efTect change with(in) their future in Nunavik. By means, 1 am referring 
to the perceived semiotic resources and mediational tools that individuals rely on to create 
change within themselves and others. Language is a means through which individuals 
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conceptualize, interpret and communicate their understanding of themselves within the 
shared spaces they create with others. 
Anthropologist and philosopher Abram (1996) draws from Merleau-Ponty' s work to 
conceptualize identity as a space through which individuals speak. Like the views of many 
indigenous people, Abram's work expresses that "the complexity ofhuman language 
[through which we make meaning of our existence] is related to the complexity of the earth 
ecology" (p. 87). He states, "it is not more true that we speak than that the things, and the 
animate world itself, speaks within us" (p. 85). Individuals' embodied identities, according to 
Abram, are an expression of the landscapes with(in) which they define their selves. The 
contexts in which they inhabit are woven into their identities. Their movements form a 
dialogue between their embodied selves and the contexts in which they move. In speaking, 
individuals reveal the voices of the landscapes they travel. By defining Qallunaat teachers' 
identities as shared spaces, 1 understand them to represent movements or dialogues through 
space where new meanings can be constructed at the intersections ofteachers' past 
experiences, present consciousness and future possibilities. 
ln defining identity as a shared space, 1 also draw on Bakhtin's (1981) conceptualization 
of space as ideological environments, contact zones or world-images "filled with real, living 
meaning" (p. 120). For Bakhtin, a space is created in dialogue whereby individuals negotiate 
their understanding of their selves in relation to others and their perceived possibilities for the 
future. Teachers' past experiences, their positions and the limitations they perceive for 
themselves inform how they interpret their present identities. For Qallunaat teachers who 
travel to Nunavik, shared spaces encapsulate how, why and where they negotiate their 
identities in relation to their Inuit host community. 
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Bakhtin (1981) argues that identity is defined by the relationships formed within a certain 
space and during a certain period of time. He determines that space and time are 
"indispensable forms of any cognition, beginning with elementary perceptions and 
representations ... as forms of the most immediate reality" (p.85). Time is broken down into a 
sequence of events and consequently organized within a spatial dimension. The spaces within 
which individuals' interact to reconstruct and relocate their identities happen through a 
certain time frame. Dialogue begins at the level of interactions within a space defined by its 
boundaries of time. Time and space are important to understanding Qallunaat teachers' 
process of identity construction because they set the parameters within which teachers make 
meaning of their dialogical selves within the contexts of northern education. For example, 
new Qallunaat teachers' perceptions of their "southern" identities shi ft as the y spend time in 
their host communities and negotiate their identities in a northern context. Teachers navigate 
through the multiple contexts of Inuit education and grow with(in) the shared spaces that they 
negotiate for themselves. However, as 1 discussed in chapter 2, Qallunaat teachers' 
perceptions of their identities as shared spaces are located in powerful social, economic, 
historical, cultural and linguistic contexts. Sorne teachers might question the conditions in 
which they are "growing". 
Bakhtin (1986) addresses the importance of examining the circumstances under which 
individuals' speak by locating identity within concepts of multivoicedness and dialogicality. 
For Bakhtin, a voice does not exist in itself, it is composed of multiple selves and it exists 
only in relation to others. Bakhtin states that, each word: 
tastes of the context and contexts in which it has lived its socially charged life ... The 
word in language is half someone else's. It becomes "one's own" only when the speaker 
populates it with his own intention, his own accent, when he appropriates the word, 
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adapting it to his own semantic and expressive intention. Prior to this moment of 
appropriation, the word does not exist in a neutral and impersonallanguage ... but rather 
it exists in other people's mouths, in other people's contexts ... (1981, p.293) 
ln speaking, individuals' voices become the means by which they express their selves as 
inter-subjective and contextually situated. bell hooks (1989) refers to identity as "the social 
construction of self in relation" whereby the kind of persons that individuals are is envisioned 
"not as a signifier of oneT but the coming together of many 'l's, the self embodying 
collective reality past and present, family and community"(p.31). Many of the Qallunaat 
teacher voices 1 present throughout this dissertation reflect how teachers past and present 
collective realities en able them to perceive themselves as embodied within colonizing 
structures and position themselves as outsiders. These teacher voices also draw attention to 
the limited means accessible that they perceive to make themselves heard. 
ln addition to Bakthin's notions of dialogicality and multivoicedness, 1 draw from 
Ivanic's (1998) conceptualization of voice as "an articulation of socially available 
possibilities for selfhood" (p. 331) as weIl as Maguire and Graves' (2001) definition of voice 
as "the speaking personality that is recognized, heard, or valued in an utterance or text in a 
particular context" (p. 564). 1 identify the concept of voice as "an expression of the kind of 
person 1 am that is recognized or not within a certain context and valued in a particular 
community". 1 interpret voice as a type of positioning or a means that is central to being 
heard. 
Charles Taylor (1991) argues that, individuals' embodied understandings of the world 
lives in their socially constructed actions and reflections (p. 309-311). Contrary to traditional 
epistemologies claiming that individuals' agency is defined by monological acts, Taylor 
asserts that individu aIs coordinate their acts with others through dialogue. He affirms the self 
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is a "modern phenomenon" characterized by its "radical reflexivity" (Taylor, p. 305). 
Rejlexivity refers to individuals' capacity for self-analysis therefore effecting change in their 
present situation. They are subjects of radical rejlexivity because they exist "inescapably in a 
space of ethical questions" and can't help but assess themselves according to certain 
standards (p. 305). Without directions or standards in the moral and ethicallandscapes 
through which individuals travel, they become lost in space. Taylor believes that, individuals 
"define [themselves] partly in terms ofwhat [they] corne to accept as [their] appropriate 
place within dialogical acts" (p. 311). Because their dialogical acts are framed within the 
discourses of the society in which they speak, teachers' voices convey different levels of 
power. Qallunaat teachers who do not share a common "language" or "purpose" with Inuit 
community members, have very little individual power to negotiate their sense of agency and 
effect change. Agency is an essential part ofteachers' identities and fundamental to my 
discussion of Qallunaat teachers' perceptions of their experiences. The concept of agency 
he1ped me to better understand why Qallunaat teachers' voices might not be heard in the 
particular context of northern education. In order to be heard, teachers must be allowed to 
and perceive they have the means for people to understand, listen to, and trust them. Shared 
spaces are therefore the habitats with(in) which Qallunaat teachers and members of the Inuit 
community must imagine future possibilities for themselves. 
Identities as Imaginary Spaces 
In defining identity as an imaginary space, 1 am drawn to Lefebvre's (1991) notion of 
social space as a product of imagination; a place where individuals can envi sion possibilities 
for their future. Lefebvre, a human geographer, distinguishes three types of spaces of 
representation. Espace perçu [perceived space] refers to the discursive and social practices 
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that individuals make use of to interpret their worlds. Espace conçu [conceived space] 
represents the maps that individuals design to understand their place in the world. Espace 
vecu [lived space] is a "third space" within which individuals can question power issues 
envi sion possibilities for action. Whereas perceived and conceived spaces can be interpreted 
to belong to individuals' ideological realms of imagination, lived spaces are associated with 
action. However, the se three types of spaces reside as interconnected and interdependent 
spaces within which individuals construct their social realities. They are dialectic spaces 
because they interact within individuals' social interactions and therefore create a new space 
in which individuals negotiate their identities. Lefebvre' s dialectic notion of space has 
important implications for Qallunaat teachers who must navigate between their identities as 
they perceive and conceive them on the one hand and as the y experience them in a northern 
context. Teachers who imagine themselves as certain kinds of people but feel that they are 
experiencing their selves differently are conflicted in their attempts to sustain a sense of self 
in which the y feel recognized. David's photo of the view from his home window presented in 
the prologue, is a good ex ample of a third space in which social distancing can be expressed. 
It was within this third space, or behind the plexi-glass wall, that David questioned his 
multiple positionings in the Inuit community and envisioned his possibilities for the future. 
The glass wall within David's home can also be linked to Fine's (1999) concept of a 
hyphen between self and other. Fine (1999) explains, "often this speech about the 
"Other" is also a mask, an oppressive talk hiding gaps, absences, that space where our 
words would be if we were speaking ... " (p.159). The space implicit within the self-other, 
insider-outsider and northerner-southerner hyphen pro vides a place where Qallunaat 
teachers can rethink issues of power and difference and use social distancing as a new 
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space to envi sion more equitable possibilities for both Inuit and Qallunaat communities in 
Nunavik. Soja (1989) explains: 
We must be insistently aware ofhow space can be made to hi de consequences from us, 
how relations of power and discipline are inscribed into the apparently innocent spatiality 
of sociallife, how human geographies become filled with politics and ideology. (p. 6) 
If as Soja argues, all individuals embody politics and ideology then teachers need to be 
prepared to use their "sites" and "(in)sights" to break down long existing barriers ofunequal 
power relations. 
In Mappings, Friedman, a feminist cartographer, uses the concept of space to define 
identity as a "historically embedded site" (1998, p. 19); every space is embedded with a 
certain history that serves to contextualize not only what teachers bring to it but events from 
the past that are embedded in this space and for which teachers have no agency. For example, 
when Qallunaat teachers negotiate their identities in the North, they find themselves within 
spaces embedded with cultural and historical interpretations that are often outside their realm 
of experience and for which they have no power to act on. Even though most teachers might 
want to change a situation or "correct the past", they might also feel that they are denied 
access to their host community through their positions as outsiders. They must therefore 
carve their identities within these historically embedded sites. 
1 link Friedman' s (1998) view of identity as a historically embedded site to Lefebvre' s 
(1991) view of "dialectic space". Historically embedded sites are interactive spaces within 
which individuals locate new positionings as they chart unfamiliar landscapes. These sites 
can help explain how teachers create their identities by mapping their subjective selves in an 
attempt to maye forward and find sorne coherence within the means they perceive and 
interpret along their path. Friedman (1998) explains that there is a double meaning to 
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identity. On the one hand, Qallunaat teachers construct their identities "relationally through 
difference from the other" by belonging to certain communities and being outsiders in other 
communities. But within identity also lies the conceptualization of commonality and 
sameness just like in the word identical (p. 19). 
Friedman (1998) also conceives identity as " ... the mapping of terri tories and boundaries, 
the dialectic terrains of inside/outside or center/margin, the axial intersections of different 
positionalities, and the spaces of dynamic encounter - ... the "middle ground", the 
borderlands, la frontera" (p. 19). The "middle grounds" and imaginary spaces through which 
Qallunaat teachers "map out" and identify their positionings are established through their 
negotiations with their Inuit students, colleagues and community members. For me, identity 
construction thus refers to a dialogical, dialectic process by which teachers create, interrupt, 
question, deconstruct and relocate their views that have been formed and informed by their 
past outside Nunavik. Identity construction also involves teachers adjusting their lenses and 
realigning their perceptions within a present reality in the North. Teachers need to redirect 
their visions of future possibilities thus imagining a new space for possible change in their 
new communities of practice. 
For Lemecha (2000), a curator and a feminist, a space is a dynamic entity which must be 
conceived of in terms of the movements it inhabits. Space is a useful metaphor in providing a 
place within which teachers can imagine and create new movements but also "address 
transgression of established boundaries" (p.7). However, in order for Qallunaat teachers to 
imagine a place for themselves in their Inuit host community, they need to direct their 
positionings as outsiders in si de the community. Teachers need to imagine a space with(in) 
which they can place their selves. Friedman (1998) clarifies that one might distinguish 
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between place as a lieu "with ordered stability" and space as an espace "with the effect of 
movement" (p. 269). Friedman also warns that both space and place are culturally 
constructed categorizations that frame individuals' thinking (p.261). 1 see the se two 
categories as overlapping in meaning and, like Friedman, 1 use space and place 
interchangeably as a way to give nuance to the concept of identity. 1 understand place to be a 
space with boundaries. For example, the cracks on the ice in Doris' story in chapter 1, are 
boundaries for understanding Qallunaat teachers' identities within the unchartered landscapes 
they discover in the North. In keeping with Lemecha's argument, 1 contend that while places 
or boundaries might frame teachers' movements, their movements are not limited to a 
particular place. Rather, movements occur through different spaces where a heightened sense 
of awareness can be felt and new levels of relationships can be built on to the existing ones. 
It is through these spaces that teachers are able to make meaning of their lived experiences, 
situate themselves within particular social contexts and attempt to relate their experiences to 
a broader community. The spaces within which teachers negotiate their possibilities for the 
future are shared and as such they are created through their collective views of their selves. 
Like Friedman, in Places on the Margins Robert Shields (1991) states that a space 
"denotes a limited area: a site, a zone, or place characterized by specific social activities with 
a culturally given identity (name) and image" (p. 30). As a social geographer, Shields draws 
from Bourdieu's (1984) notion of habitus, Foucault's (1980) concept of dispossitifand 
Lefebre's (1974) idea of dialectic space to define space as "a zone of the social imaginary" 
(p. 30). Bourdieu explains the term "habitus" as a person's' beliefs and dispositions. Foucault 
defines "dispositif' as a network that can be established within the elements of a discourse. 
Lefebvre describes "dialectic space" as space that is "directly lived through its associated 
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images and symbols ... which the imagination seeks to change and appropriate" (1991, p.39). 
The process by which teachers map their social spaces and create their identities is dependent 
on how they imagine or perceive possibi1ities within their social worlds. Therefore, by 
defining identities as imaginary spaces, 1 locate Qallunaat teachers' selves within a realm of 
possibilities where the creation of new imaginary spaces provides a place for locating the 
changes in teachers' identities. But to imagine themselves within future possibilities in Inuit 
education, Qallunaat teachers are dependent on the means they have accessible to them and 
perceive to re-create themselves in relation to others in the particular contexts of the North. 
Identifies as Creative and Created Interpersonal Spaces 
Hunter (1997), in critical applied linguistics argues that how individuals perceive 
themselves in relation to others is "as creative of and created by responses to social forces" 
(p. 604). For Hunter, like for many feminist authors (see also hooks, 1989; Dunlop, 1999; 
Ristock & Pennell, 1996), these processes by which individuals create their worlds are 
rendered meaningful through their subjectivity. In chapter 1, 1 defined subjectivity as the 
interdependent and situated "sense of self, conscious and unconscious, both as actor and as 
'acted upon'" (p. 116) who moves with(in) social realities in an attempt to "produce sorne 
coherence and continuity" (Lather, 1991, p. 118). Qallunaat teachers who try to create a 
connection between their southern perceptions and the realities of Inuit community living 
question their values. How teachers construct their identities as acting and interacting 
with(in) the different educational contexts of Inuit education are dependent upon teachers 
identifying with the values of the community. Qallunaat teachers who find it difficult to 
identify with Inuit values may experience a disconnect between their own values and the 
values of others. 
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Bruner (1986) also examines the process by which individuals "construct their worlds" 
and structure the spaces in their worlds through their subjectivity (p.46). He uses the concept 
of transactional self or intersubjectivity to understand the process of identity construction as 
evolving out of interactions and relationships with others. Bruner argues: 
there is no "aboriginal" reality against which one can compare a possible world in order 
to establish sorne form of correspondence between it and the real world ... what we calI 
the world is a product of sorne mind who se symbolic procedures construct the world. 
(p.94-95). 
Individuals do not find worlds, they create them. Individuals act and interpret the symbols in 
their worlds based on how they perceive their interactions with others. The process by which 
teachers construct their identities, can also be understood through Vygotsky's (1978) concept 
of the zone of proximal development (ZDP) which he presents as: 
the distance between the actual developmentallevel as determined by independent 
problem solving and the level of potential development as determined through problem 
solving under adult guidance, or in collaboration with more capable peers. (Vygotsky, 
1978,p.86) 
The ZDP is relevant here because it refers to the interpersonal space where individuals' 
minds come together to create new understandings through dialogical interaction and inquiry. 
It is within this space, or what Vygotsky refers to as zone, that individuals make meaning of 
their world and progress to new understandings of self. Through mediation, constructing the 
meanings encoded in symbols found within cultural systems and establishing how these 
symbols relate to one another individuals can create the links between their social worlds and 
the "grasping" of their place in this social world. Vygotsky' s conception of the ZDP also 
represents, in my mind, what Lave and Wenger (1996) refer to as "processes of social 
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~ .. transformation" or "changing shared practice" within cultures (p. 144). The process by which 
individuals construct their identities through their interpersonal spaces creates social 
transformations and consequently changes in their practices in the communities with(in) 
which the y navigate. For example, Qallunaat teachers who attempt to reinforce the school's 
code of conduct with their students, negotiate the boundaries of what they feel might or 
might not be appropriate. Inuit students' responses to their Qallunaat teachers' expectations 
will determine how teachers will adapt their approaches. As teachers and students continue to 
negotiate each others' boundaries they change their shared practices to meet the particular 
needs of their situation. Since the ZDP is located at the intersection of individuals and the 
social worlds they travel, it can be characterized as a place where new possibilities emerge. 
Bruner (1986) states the ZDP might also be "the source of human vulnerability to persuasion, 
vulnerability because the learner begins without a proper basis for criticizing what is being 
"fed" to him by ones whose consciousness initially exceeds his own ... " (p. 148). A shared 
space or zone, could therefore be the source of tension in cross-cultural relationships that are 
built on unequal power relations su ch as is the case for relationships between Qallunaat 
teachers and their Inuit students. 
Teachers who travel to Nunavik interpret themselves as certain kinds of persons su ch as 
being open to the differences they perceive in Inuit culture and capable of teaching Inuit 
students. When they are faced with much unexpected and contradictory information to 
process and make sense of, they can become confused (Bruner, 1986, p. 47). Sorne teachers 
might feel threatened or bec orne defensive because they are overwhelmed by the amount of 
new information to make meaning of and to classify according to their southem standards. 
They may regulate what they "take up in input" (Bruner, 1986, p.47). Their identity 
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protection acts as a shield into what is unexpected and foreign to their present experiences. 
Qallunaat teachers, who mostly construct representations of the Inuit world based on their 
limited interactions in school, are constrained by their southem perceptions. 
For Bruner (1986), "perception is to sorne unspecifiable degree an instrument of the 
world as we have structured it by our expectancies" (p.47). A creative and created 
interpersonal space, therefore, characterizes individuals' identities as dynamic and dialogical 
movements framed within certain social contexts. Perceptions refer to the boundaries that 
structure individuals' shared spaces or imaginary zones. While boundaries might be 
conceived of in terms of perceptions that frame teachers' thinking, their perceptions might 
also be interpreted as natural boundaries because they frame teachers' understanding of their 
selves and they help teachers to interpret the kinds of persons they are expected to be and 
want to be. 
The kinds of persons teachers are expected to be such as contributing to Inuit 
students' academic success and the kinds of persons they want to be su ch as successful in 
their teaching are both culturally constructed. Teachers create their identities through 
what they perceive as that which the cultural community they want to belong to wants 
from them and for them. Teachers' identities thus position them in a social space and 
orient them towards understanding the worlds that they live in so that they can construct 
relationships with others through their interactions within the se worlds. When they 
perceive less possibility in becoming the kinds of persons they wish to be such as 
successful in teaching and constructing meaningful and authentic relationships with 
members of the Inuit community, they also start to imagine less and to perform less. As 
outsiders in their host community, many Qallunaat teachers eventually feel that they are 
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unable to accommodate their perceptions of what Inuit community members expect of 
them. When the community in which teachers belong, or want to belong, has clear values, 
standards and expectations, it might make it easier to decide where teachers negotiate 
their personal, professional and collective boundaries. But when the community is 
unclear about what it values, there is no direction for them to orient their future goals 
(Taylor, 2002, p.42). Social-psychologist Don Taylor (2002) argues that without a clear 
sense of self it is difficult for Inuit community members to clearly communicate their 
intentions to Qallunaat teachers. Without a clearly defined collective identity it is also 
difficult for teachers to determine their positions and to clearly articulate their intentions, 
goals and visions. 
Taylor (2002) conceptualizes agency as "a perception of the self as capable of 
accomplishing a certain goal and that this investment will be justly recognized and 
rewarded by the society for what it is worth" (p. 115). He argues that, "it is not enough 
for a pers on to have a clear goal, they must believe they have the capability and the 
opportunity to achieve the goal" (Taylor, 2002, p. 112). Even when teachers have the 
directions to get there, they have to perceive that their goals are within their reach. While 
the northern environ ment might provide many Qallunaat teachers with the possibility to 
reach their goals, "the lack of appropriate models in sufficient numbers means that many 
lack confidence in [their] own capability" (Taylor, 2002, p. 115). When Qallunaat 
teachers do not feel socially invested, they get discouraged because the y perceive that 
their voices are not heard or not trusted, or because they are unable to read the signs. 
Dialogue is interrupted and consequently so are teachers' meaning-making processes. 
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Emmerson, a Vygotskian theorist, (1996) states, "because no two individu ais ever 
entirely coincide in their experience or belong to precisely the same set of social groups, 
every act of understanding involves an act of translation and a negotiation of values" (p. 
125). Translating and negotiating values within cross-cultural contexts can cause much 
confusion. Teachers' values are connected to their personal desires and goals and they 
perceive the meanings they accord to their values through their personal and cultural 
experiences. 
Vygotsky (1981) understood culture as "a product of sociallife and human activity ... 
something that cornes into concrete existence in social products" (p. 164). Culture as 
defined by Taylor (2002) is a form of collective identity that "arises when members of a 
group come to share the same values, attitudes, beliefs and behavioural patterns ... [and] 
culture is not tangible and so is extremely difficult to define concretely" (p. 44). Culture, 
as 1 understand it, is a space within which individu ais make meaning of their identities 
through the signs they perceive. 1 also view culture in terms of its members' values, 
attitudes, beliefs and actions. Individuals' membership is gained within cultural 
communities by their ability to read the signs and symbols that exist within their 
collective identities. Cultures can also be seen as ways of knowing, doing, believing and 
valuing (Yon, 2002). 
Wertsch believed that when individu aIs enter a new society, they must learn to function 
within a new semiotic system. While sorne aspects of the new society might be familiar to 
them, the aspects that they perceive as different will necessitate new mediational means. In 
Voices of the Mind, Wertsch (1991) defines agency as "person(s)- acting- with- mediational-
means" (p. 119). According to Wertsch: 
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,~------ Mediational means emerge in response to a wide range of social forces ... the power of 
mediational means in organising action is often not consciously recognized by those who 
use them, which contributes to the belief that cultural tools are the product of natural or 
necessary factors rather than of concrete sociocultural forces. (p.34-37) 
Simply stated, if Qallunaat teachers do not know how to interpret the semiotic system or do 
not have access to semiotic resources in their Inuit ho st community, they cannot know how to 
participate in the practices of that community, or as Bakthin (1981) argues, engage in 
dialogue with(in) that community. Teachers need signs to organize and interpret their 
perceptions especially if they are going to use these signs as a means to have their voices 
heard and trusted. Teachers' agency is also dependent on their ability to read the signs 
implicit in understanding a certain dialogue. 
Wertsch (1991) explained, "it is the sociocultural situatedness of mediated action that 
provides the essentiallink between cultural, historical, and institutional setting on the one 
hand and the mental functioning of the individu al on the other" (pA8). Wertsch's approach to 
identity implies that individuals focus on the interrelatedness of actions, people and the 
mediational means they use to make meaning (p.119). This notion of mediational means was 
also crucial to my understanding of how Qallunaat teachers negotiated their identities in the 
North. If teachers could not understand the signs or were not able to perceive them, they were 
unable to participate in the debate of the new community in which they were teaching. When 
interactions with Inuit community members became limited or when teachers could not 
engage in dialogue, their voices became silence d, their transactions became limited and their 
resources remained locked within the peripheral spaces of the practices of their host Inuit 
community. For example, if a student misbehaved in class, administrators may have chosen 
to support the teacher by sending the student home for the day. However, the administrators 
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might not explain to the teacher why they made such a decision. A teacher might also feel 
that sending the student home would not solve the problem but escape it temporarily. The 
teacher would need to discuss the issue with administrators and parents. Yet, sometimes new 
teachers might feel anxious about questioning "cultural ways" and might not engage in 
dialogue with parents and administrators about the reasons that might lead a child to act in a 
certain way or administrators' decision to send the child home. These teachers might also 
feellimited in their responses the next time the student misbehaved in class. Interpreting a 
new semiotic system became even more complicated for Qallunaat teachers who were 
confused about their positions within the Inuit community. Teachers' positions as outsiders 
often worked against them wh en they attempted to redefine their roles and clarify their voices 
in the particular contexts of the North. 
Teachers' voices are their speaking subjectivities and they arise "out of engagements in 
the social world" (Wenger, 1998, p.lS). Wertsch (1991) argues that unlike roles, which are 
"tied to a specifie set of assumptions about the nature of human action", voices, help keep the 
focus on the strong relationship between "social communicative processes" and "individu al 
psychological processes" (p. 13). Teachers' voices address the multiplicity and dialogicality 
of their identities and enable them to position themselves within different communities of 
practice. 1 see teachers' positionings as the "places" within which they negotiate their 
identities in order to move forward within their desired trajectories. 
Teachers' subjectivities and voices also become central to fin ding their multiple 
positionings within the worlds they travel and within the discourses the y speak. Their 
subjectivities are essential to defining the kinds of persons they want to be as they are 
dependent on the relationships teachers establish within particular communities. Teachers' 
179 
agency - the power to act- is closely tied to their voice. Agency is dependent on the means 
teachers have within their reach in the Inuit community. Agency, like voice, also became 
central to defining the kinds of persons teachers wanted to be. When teachers were confined 
within certain landscapes, their voices became breathless and their agency resource-less. 1 
defined agency as the abilities, means and resources necessary to be listened to. 1 also 
conceptualize it in terms of teachers' investment in a certain social practice, or as sharing a 
"social language" that enabled them to be recognized as a certain kinds ofpersons. Holland, 
Lachicotte, Skinner & Caine (1998) emphasize the importance offocusing on the process 
through which individuals negotiate their sense of agency. They see identities as variable, 
multivocal and interactive and capable of recreating themselves across the boundaries drawn 
by cultural traditions and domination. As many Qallunaat teachers negotiate their sense of 
agency with members of the Inuit community, they feel the need to have the power to act 
within a northern cultural framework. However, their positions on the margins within their 
host community place them at the center of numerous cultural tensions. 
Identifies as Cultural Spaces 
ln The Location of Culture, cultural theorist Homi Bhabha (1994) argues that the space 
between competing cultural values, traditions and histories can explain the resistance from 
those located on the margins who struggle to find their homes within dominant social 
discourses. Qallunaat teachers who negotiate their southern values within a northern context 
find themselves in cultural spaces filled with tensions associated with colonization. They 
struggle to recreate their identities from a position on the margins within a so-called 
"marginal culture". For example, Tara who recounted her encounter with a polar bear in 
chapter one, also demonstrated that through meeting the man who saved her life she was able 
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~ .. to enter into a shared space with him and learn about the pain that members of his 
community continue to suffer. Through this new space, Tara was able to better envision her 
position and its relation to members of the Inuit community. 
Bhabha (1994) caIls this new space an "in-between space" or "third space". He uses the 
notion of cultural difference rather than cultural diversity to emphasize the importance of 
situating identity within a culture of transformation. He states, "with the notion of cultural 
difference, 1 try to place myself in that position of liminality, in that productive space of the 
construction of culture as difference, in the spirit of alterity or otherness" (1990, p. 209). A 
productive space, according to Bhabha is a place where individuals can rethink cultural 
spaces and their multiple positions within them. Bhabha (1990), like Lefebvre (1991), uses 
the notion of "third space" as a place where individu aIs can envision possibilities for their 
future. However, for Bhabha, possibilities must be envisioned by confronting issues of power 
and dominance within a post -colonial framework. He refers to "hybridity" as "the third-space 
which enables other positions to emerge" (p.211). Bhabha argues that a third space 
"displaces the histories that constitute it, and sets up new structures of authority, new 
political initiatives" (p. 211). It is within these "in-between" spaces that Qallunaat teachers 
and Inuit community members can find the words to speak about their experiences as weIl as 
those of others and negotiate their hybrid identities. 
Cultural meanings, 1 previously argued, are not pre-existent but are continuously 
constructed, learned and recognized within negotiated spaces. When southern teachers 
try to reconstruct and reorient their identities within a northern context, they must travel 
from one negotiated space to another, they must communicate new cultural meanings and 
they must create shared understandings through these negotiated spaces located at the 
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intersection of their cross-cultural identities. These shared spaces which Bakhtin 
conceptualizes as contact zones, Friedman (1998) refers to as middle grounds, and 
fronteras, Lefebvre (1991) conceptualizes as third-spaces and Bhabha (1990) as in-
between spaces, are the source of teachers' shared cross-cultural understandings. These 
shared spaces "provide the precondition for the articulation of cultural difference" and 
allow for a new sense of collective identity to be gained; a reconstruction of the self 
within this new social context (Wilson, 2000, p.64). It is within these shared spaces that 
interactions take place and are continuously created, negotiated, recognized and learned. 
Hall (1990) adds that representing identity is not only a matter of, "unearthing that which 
the colonial experience buried and overlaid ... but the production of identity. Not an identity 
grounded in the archeology, but in the re-telling of the past" (p. 224). For Hall as for Bakthin 
(1986), identity is about becoming as much as it is about being. But 1 argued earlier that 
becoming implies being able to read the signs. Drawing on what Hall's (1990) calls the 
margin of understanding, 1 maintain that even though Inuit community members might 
perceive signs in a particular way, Qallunaat teachers who are not familiar with the 
educational contexts of the north may perceive the signs in a different way. If meanings are 
created within the thirds spaces, or somewhere at the crossroads of Qallunaat and Inuit 
cultural spaces, then the relationships teachers forge with various people and within different 
contexts in Nunavik become part oftheir own subjectivities that are woven into their 
worldviews and are recognized or not in the socio-cultural spaces through which they travel. 
ln Elusive Culture, Yon (2002) also defines culture as an "ongoing process" rather than a 
product to be received. In my view, cultures are therefore the habitats that communities 
create for themselves to define the boundaries they perceive between their commonalities as 
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well as their differences with others. Just like identities, cultures are not fixed or 
hornogeneous but float with(in) rnany forrns of hybridization and represent possible spaces 
where shared visions can ernerge. 
Identities as Shared Visions 
If rneanings ernerge within dialogical encounters and are rnediated through visible signs, 
then shared visions are the interpretations that individu ais create as they co-construct their 
identities. A vision for the future in aboriginal societies can be understood through the 
relationships individuals build in relation to their environrnent. Sâkéj (2000b) explained that 
for aboriginal people, sharing a vision irnplies sharing the rneans of how that vision will be 
rnanifested. But sharing a vision rneans that individuals' visions be situated on a cornrnon 
ground and facing a direction that understands the historically ernbedded sites of both parties. 
Sâkéj believes that, "a vision creates a personal responsibility to carry out its directive" 
(p.267) interdependently within a cornrnon ground. It is in this sense that dialogue becornes 
the rneans whereby a vision can be shared and reoriented by understanding and 
accornrnodating Qallunaat teachers and Inuit cornrnunity rnernbers' particular needs. 
By defining identity as a shared vision, 1 understand it to denote the ways in which, as 
dialogical selves, teachers define their identity through their perceptions of a reality frarned 
within the dimensions of tirne and space and negotiated through their dialogues with others in 
specific contexts. A shared vision shapes teachers understanding of their interactions and 
relationships with others and provides a place to envi sion possible goals. It also irnplies that 
teachers have certain responsibilities towards others as their perceptions are not theirs alone. 
While there rnight be differences between Inuit and Qallunaat cornrnunities, there are also 
rnany cornrnonalities that can join thern into creating shared spaces where they can begin to 
183 
envi sion interdependent partnerships. For teachers, learning to build interdependent 
partnerships also means learning to recognise their limitations and looking towards others to 
help them see beyond their own experiences. 
For Aboriginal people, interdependency is a means through which individuals can 
foster relationships with one another. According to Battiste, "unfortunately, far too many 
non-Aboriginals have been educated to see dependency as an insult or an embarrassment 
or something to be managed hierarchically within the ultra-competitive structures of a 
corporate or govemment te am" (Battiste, 2000, p. xiii). Teachers, like David who saw 
himself as an outsider in the North, sometimes forgot that they needed to work 
interdependently with Inuit community members to be successful in their teaching. By 
dependency, 1 mean that sometimes Qallunaat teachers do not have the means necessary 
to understand their students experiences and they are limited in their interactions. They 
must rely on Inuit community members to help them understand the signs and allow entry 
into their community. Just like Doris who had been dependent on Jusipi to take her across 
the lake when the ice was cracking under her feet, David was dependent on Inuit 
cornrnunity members to help him understand how to teach his students. 
1 see partnership between Inuit and Qallunaat as a commitment to building a dialogue that 
aims to reinforce their solidarity within the structures of northem education, to set goals that 
are within reach and to mutually recognize one another. Partnerships create shared spaces 
between two individuals or collectives who are committed to building trajectories that 
include differences. Partnerships are built on a desire to develop relationships grounded in 
interdependent participation. For Bruner (1986), building successful partnerships means 
establishing joint frames of references. Bruner states, "achieving joint reference is achieving 
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a kind of solidarity with sorneone" (p. 63). Interdependent partnerships also provide a space 
in which Qallunaat teachers can rnaintain their integrity by feeling recognized as the kinds of 
persons they are such as contributing to their students' acadernic success. 
Finding a Place for Qallunaat Teachers 
ln the remainder of this chapter, 1 present a frarnework for understanding Qallunaat 
teachers' process of identity construction within the contexts of Inuit education. 1 bring 
together a view of identity located in Inuit cornrnunity rnernbers' connection to their land to 
relate rny understandings of the ernbeddedness of the contexts Qallunaat teachers travel 
within their identity construction process. 
Creating a New Contextual Space for Identity 
1 use Gee's (2001) frarnework for understanding identity, as an interpretive tool to view 
identity as grounded in four ways that Qallunaat teachers identify thernselves as "kinds of 
people" through their perceptions of their experiences and their participation in an Inuit 
comrnunity. Gee refers to perceptions as individuals' interpretive systems. He asserts, "one 
cannot have an identity of any sort without sorne interpretive system under-writing the 
recognition of that identity" (p. 107). How individu ais are recognized as certain kinds of 
people, according to Gee, "can be arnbiguous and unstable" as their multiple identities are 
based on their performances in society (p.99). Gee refers to "kinds of people" to identify 
individuals' performances in society and he describes identity as a lens that allows 
individuals to be "recognized as a certain "kind of person" in a given context" (p. 99). Gee 
argues that, identity can be seen as an "analytic tool" that helps us to understand how 
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individuals might be perceived by the way they act and interact in certain contexts (p.99). 1 
also conceptualized identity in terms of four interrelated "categories" which 1 refer to as, 
The kind of persan 1 am 
The kind of persan 1 am not 
The kind of persan 1 am expected ta be 
The kind of persan 1 want ta be 
These four categories of "kinds of persons" helped me to create a concept of identity that 
would help me explore the tensions between Inuit and Qallunaat frameworks for 
understanding and valuing knowledge. 1 did not view the se categories as "discrete 
categories" but as "ways to focus our attention on different aspects of how identities are 
formed and sustained ... " (Gee, 2001, p. 101). While Gee's framework for identity aims to 
explore how identities are formed and sustained, my focus on identity explores how 
Qallunaat teachers' identities were interrupted, relocated and reconstructed. When teachers 
travel to the North, their southern identities are interrupted. They must relocate them in a 
northern context and reconstruct a new sense of self from within their host community. 
1 began by defining identity through Qallunaat teachers' dualistic perception of 
themselves as the kinds of persons they are and the kinds of persons they are not. Yet, 1 also 
wanted to move beyond this dualistic perception of self and used the four categories to 
further explain Qallunaat teachers' "identity relocation" process through exploring the kinds 
of persons they wanted to be and the kinds of pers ons they were expected to be. By identity 
relocation, 1 mean the process by which Qallunaat teachers had to relocate their identities 
within a northern context. 
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Positioning ldentity Within Community 
Qallunaat teachers' perceptions of how the y fit within these four "kinds of persons" 
provide a lens through which their worldviews are subjective and their identities can or 
cannot be recognized. Gee (2001) adopts a perspective on identity based on four ways of 
framing identity as they have been presented throughout different historical periods. He 
explains: 
In a rough way, Western society has moved historically from foregrounding the first 
perspective (we are what we are primarily because of our "natures"), through the second 
(we are what we are primarily because of the positions we occupy in society), to the third 
(we are what we are primarily because of our individu al accomplishments as they are 
interactionally recognized by others). The fourth perspective (we are what we are because 
of the experiences we have had within certain sorts of "affinity groups") is ... gaining 
prominence in the "new capitalism"... (p.lO 1) 
An interesting link could be made from Gee's conceptualization of identity with Taylor 
(1997), Battiste (2000), Kobayashi (1994) and Narayan & Harding (2000). They present 
different views of historical classifications according to underachievement and global racism. 
For Batiste, this shi ft in perspective means: 
taking on the new form of state theories of cultural, rather than biological, superiority, 
resulting in rejection of the legitimacy or viability of the values and institutions of 
Indigenous people [and people of color throughout the world]. (p. 194) 
Previously, identities have been defined by and labeled according to individuals' biological 
make-up, therefore justifying discrimination against them. It is now understood that identities 
are shaped by the multiple contexts that form and inform individuals' being able and allowed 
to gain memberships in certain groups. However, Gee is primarily concerned with how 
individuals' identities are created and locked within these historical views. 
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1 see identity a little differently. Identity provides a subjective lens for understanding 
Qallunaat teachers' position in the world, but also for locating their perceived ability to effect 
change. Gee speaks about how individuals define themselves according to their memberships 
to their affinity groups. 1 believe that individuals such as Qallunaat teachers define 
themselves not only through their memberships with certain groups but also through trying to 
negotiate their access with(in) groups in which they want to effect change such as the Inuit 
communities in which they teach. Teachers' performances might be valued within their 
communities yet misunderstood in different contexts and not recognized by other 
communities. Helping their Inuit students to achieve academically might help many 
Qallunaat teachers to create an identity in which they feel recognized as the kinds of teachers 
they want to be. Yet, remaining silent in the face of perceived social injustices might make 
sorne teachers feel that they are expected to be the kinds of persons they are not. Like Gee, 1 
believe that Qallunaat teachers' identities can only become real when they are recognized by 
themselves and by others as meaningful, in the sense that teachers' identities represent the 
kinds of persons they want to be, su ch as successful in establishing authentic and meaningful 
relationships through teaching and integrating with their Inuit ho st community. 1 understand 
recognition to involve that others' views fundamentally affect the ways in which teachers 
perce ive the kinds of persons they are, the kinds of pers on they want to be and are expected 
to be. 
Gee (2002) argues that, "knowing is a matter of being able to participate centrally in 
practice and learning is a matter of changing patterns of participation (with concomitant 
changes in identity" (p. 181). The kind of persons Qallunaat teachers are when they travel to 
the North su ch as hopeful and optimistic about their journeys in an Inuit community matter 
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only to the extent that their perceptions fit within future plans of the kind of persons they 
want to be such as successful in their teaching. Teachers' identities are tied into them being 
able and allowed to "participate centrally in practice". But what happens if or when teachers 
can't participate in the practice of the Inuit community or when they can't share their visions 
of the kind of person they want to be with others? What happens when teachers do not feel 
recognized or when they do not have a group who supports them? What happens when they 
fundamentally disagree with their perceptions of the patterns of participation of their host 
community, when they feet that their integrity is being compromised and when they question 
the extent to which they want to become members of this host community? How do they 
respond when they feel that they are expected to be bystanders when they want to stand up? 
Who can they turn to when they also need the courage ofbystanders who they feel should 
stand up for them? 
1 draw from Etienne Wenger' s (1998) discussion in Communities of Practice to explore 
these questions. Wenger (1998) argues that teachers' engagement in social practice is the 
fundamental process by which they learn and so become the kinds of persons they are. He 
defines practice as: 
[what people engage in to] do their job and have a satisfying experience at work. .. It is, 
first and foremost, a process by which we can experience the world and our engagement 
in it as meaningful. (p. 47- 51) 
If Qallunaat teachers are able to feel connected to their practices in school, they might feel 
more fully socially invested to participate in their work. In turn, teachers might also be able 
to extend their efforts to the surrounding community and engage in the practices ofthat 
community. Conversely, ifthey do not feel at ease with their practices in school, they are less 
like1y to venture out into the community where they feel no sense ofbelonging. 
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Gee (2001) further explains how individu ais become associated and defined mostly by 
the institutions in which they work. According to Gee, institutions such as schools "come to 
ensure (and sometimes enforce) that... [teachers] behaviours are recognized in a certain 
way, and not others" (p. 103). From Gee's statement, 1 extrapolated that when Qallunaat 
teachers' cultural values remained locked within the contexts of school, and the contextual 
values embedded in relationships in school, their actions were recognized in a certain way. 
Institutions are defined by and define the cultures teachers inhabit and as such they serve to 
main tain certain ways to think, feel and act. How teachers feel invested in particular 
communities, according to Wenger, is dependent on how much they feel that they contribute 
to "shape the meanings that define these communities" (p. 188). The questions 1 raised 
earlier in this chapter, therefore, remain an area of tension for Qallunaat teachers who seem 
to be at a loss in trying to situate their multiple positionings within the Inuit community 
practices at school and in the village. With these tensions in mind, it was essential that 1 
account for certain elements that have and continue to shape Inuit identity in order to situate 
Qallunaat teachers' identities in a particular theoretical framework. In the next section, 1 
explore questions associated with participating in community practices and feeling 
recognized in a particular community to clarify how Qallunaat teachers' identities were 
affected by the contexts of the North. 
Contextualizing Qallunaat Teachers' Identities 
It might be argued that the impact of "identity" in cracking open the contradictions in 
colonial discourse can lead down paths of analysis that are divorced from the everyday 
reality of teachers' experiences in Nunavik. Prioritizing values over practices can be seen as 
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a form of social organization that reproduces colonization. However, in order to understand 
where, how and why Qallunaat teachers position themselves in the multiple contexts of Inuit 
education, they must understand how their social and historical selves affect their 
relationships with their Inuit students, colleagues and community members. Wertsch (1991) 
argued that "in order to understand the individu al it is necessary to understand the social 
relations in which the individual exists" (p.26). It is clear, that in the North, Qallunaat 
teachers existed within their relations to the Inuit social world and they had to define and 
locate their identities within this particular social world. 
1 discuss the works of Dorais (1997) and Stairs (1992) as weIl as Taylor (1997, 2002) to 
demonstrate how certain traditional values within the Inuit community ultimately affect 
teachers' identity construction process in the North. However, my goal is not to present an 
extensive overview of what Dorias, Stairs and Taylor consider to be important tradition al 
Inuit values. It is beyond the scope of this dissertation to expand on the numerous issues 
relating to Inuit identity as the y affect Qallunaat teachers. Many researchers present a more 
extensive discussion on these issues. See for ex ample Crago, Annahatak, & Ningiuruvik 
(1993), Dorais (1991, 1995), Stairs (1991, 1992, 1994), Taylor (1990, 1997,2002), Winger 
(1989). Rather, 1 wish to provide a context for understanding Qallunaat teachers' identity. 
Anthropological and Educational Perspectives on Inuit Identity 
ln his research on modern Inuit identity, anthropologist Louis-Jacques Dorais (1997) 
borrows from Geertz's (1983) analysis to characterize identity as: 
the ways of doing, thinking, perceiving, and being perceived that make an individual or 
collectivity unique ... a dynamic and creative process that is best expressed through the 
strategies developed to relate to one' s physical, social, and spiritual environments. (p.5) 
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Dorais argues, "identity occurs within a time, place and web of social relationships and 
cultural perceptions that aIl contribute to define it" (p. 6). Modernity and identity, according 
to Dorais, are in constant interaction for people living in northern communities. As 
socialization patterns change and Inuit communities become redefined by new realities 
associated with segmentation and individualism, the more holistic Inuit traditionallifestyle 
struggles to continue to revolve around "one's physical, social, and spiritual environments" 
(p. 5). Inuit community members who live in modern villages, thus find themselves 
negotiating their unique ways of being, acting, feeling and understanding the world within 
two competing cultures. 
Stairs (1992) draws from her experiences as a consultant in Inuit schooling and teacher 
education to refer to inummarik [a most genuine person] as one of the fundamental concepts 
underlying Inuit identity (p. 117). She borrows from Fortes (1970) to argue that "an 
individual's social space is a product of that segment of the social structure" (p. 27) and 
Bruner (1986) to daim that the self is "a text about how one is situated with respect to others 
and towards the world" (p. 130). In doing so, Stairs highlights the idea that Inuit strive to 
define themselves through their actions on the land rather than through a more western aim 
of valuing personal autonomy (p. 119). According to Stairs, "Inuit identity is not 
individualistic in the Western sense, nor can it be divorced from the full ecological, social, 
and cognitive-linguistic processes of living in the North" (p.116). Being a genuine person, 
according to Inuit beliefs, cornes not out of their need to be autonomous but out of the 
necessity to "maintain identity through right relationship with the world" (p. 117) and to live 
harmoniously with the perceptions that they create through this relationship. Members of the 
Inuit community emphasize the interdependency of their identities rather than their personal 
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autonomy. However, many Qallunaat have imposed their southem framework for 
understanding identity in the contexts of the North and projected their mainstream views on 
Inuit identity. Contact with southem institutions, according to Stairs, has created an 
imbalance in the Inuit traditional way of conceptualizing identity because it has 
"romanticized the self-sufficiency of native peoples in contrast to their own complex 
interdependency" (p.123). Dorais (1997) confirms that, "the problem with many Qallunaat is 
that they do not even realize that Inuit think differently from themselves" (p.92). It is no 
wonder that Inuit community members struggle to maintain their sense of collective identity. 
While Inuit community members share their land, they participate in it and harvest it, 
Qallunaat teachers who travel to the North seem to want to overcome or conquer it. Inuit 
community members' relationship to the land, an identity forged from thousands of years of 
necessity, is gradually becoming undermined and influenced by a southem disconnectedness 
from the land. Inuit community members' identities are being rooted out of their land and 
consequently, sorne community members feel disconnected from their relationships with the 
world. 
Dorais (1997), like Stairs (1992), maintains that ecocentric identity, "where one's 
position within the universe cannot be dissociated from his or her active relations with the 
community, the animaIs, and the material world" (Dorais, p.89) connects Inuit community 
members to their land. He highlights maqainniq [being on the land] as the main defining 
feature of the genuine Inuk (p. 88). In contrast to maqainniq, Dorais refers to kiinaujaliurutiit 
[means of making money] which has been "introduced, taught, and controlled by Qallunaat" 
(p. 90). Inuit community members are trying to reconcile their modem identities within the se 
two different cultural approaches. On the one hand, the y seek interdependency of their 
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relationship within the land. Yet, they also would like to be autonomously performing within 
a southern system, with for example a meritocracy system,. However, many Inuit community 
members seem to be struggling to be grounded in either one. 
Dorais (1997) argues that identity lies at the centre of cross-cultural tensions between 
Inuit and Qallunaat interactions in modern Inuit communities. Fundamental differences in 
how Inuit and Qallunaat value and validate certain aspects of their collective identities causes 
social distancing between the two communities. Dorais identifies kinship, religion and 
language as three interconnected elements that continue to lie at the heart of Inuit identity 
and contribute significantly to defining the kind of pers on an Inuk is and is not (p. 62). 
Qallunaat teachers who rarely mix with Inuit community members outside the workplace, 
who typically do not share similar religious values and do not speak Inuttitut are 
consequently distanced by the Inuit community as they cannot fully participate in the social 
practices associated with kinship, religion and language. Furthermore, Dorais explains that 
the typical Qallunaat attitude "which to a great extent is the result of major social and cultural 
differences, is generally resented by ... [local Inuit who] perceive sorne Qallunaat as haughty 
individuals, who want to be thought of as models to follow rather than as inuukqatiit 
('companions who live the same life') ... " (p.69-70). This resistance from Inuit community 
members causes tensions for teachers whose relationships are deterrnined by their positions 
as southern visitors following in the foots teps of previous Qallunaat colonizers in the 
community. Qallunaat teachers, according to Dorais, still see their role in terms of imparting 
knowledge rather than achieving interdependency through genuine dialogue. 
ln chapter 1, 1 defined Qallunaat teachers as southemers in Nunavik and identified them 
as outsiders inside. Southerner refers to the geographicallocation of the Qallunaat 
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community wh en positioned in the North. Both Qallunaat and southerner could be construed 
as negative terms that refer to teachers as outside the Inuit community. In the North, many 
teachers feel that they bec orne outsiders in their own country. Inuit parents teach their 
children from a very young age that there are two "basic categories of people": their people 
(the Inuit) and the others or outsiders (Dorais, 1997, p.91). Inuit children consequently grow 
up learning that there is the Inuit way and the Qallunaat way. This further explains how 
Qallunaat teachers are limited in the North in the kinds of pers ons the y are, the kinds of 
persons they are not and the kinds of persons they are expected to be. 
Sorne teachers' awareness of their position of colonizers confuses them and their 
confusion silences them. In Teaching in a Cold and Windy Place, Joanne Tompkins (1998) 
confirms that, "educators often do not know how to break the cycle of despair and 
disappointment that greets them in the schools and communities in which they teach" (p. 3). 
Adding to the pressures feH by southern teachers, Dorais refers to occasions when Inuit 
resent the attitudes of transient and resident Qallunaat who do not seem to want to visit or 
mix with them outside the workplace. However, it is challenging for teachers to mix with 
Inuit community members outside the workplace when they are unable to feel a sense of 
belonging in their host community. 
Returning to Wenger's (1998) perspective of identity as defined by one's engagement in 
community practices, 1 realized that Dorais (1997) and Stairs' (1992) views on Inuit identity 
enabled me to clarify how certain tensions between Inuit and Qallunaat communities 
prevented them from engaging in each other' s community practices. Stairs and Dorais helped 
me understand the need for teachers to look beyond their mainstream and colonial views and 
learn to value Inuit community members' identity as the Inuit do, from a perspective that is 
195 
grounded in the northern landscape. 1 also feel that Inuit community members have to look 
beyond their assumptions of Qallunaat teachers as southern visitors traveling to Inuit 
communities to impart knowledge and assist teachers to better understand Inuit ways of 
conceptualizing identity. 
Speaking about her personal experiences as an Inuk who attended formaI schooling, 
Annahatak (1998) maintains that, "negotiating biculturalism is ... a social process that 
students of a minority have to go through in order to develop a balanced identity" (p. 9). Yet, 
1 explained earlier that developing a balanced or hybrid Aboriginal identity also means 
negotiating the power structures that continue to underlie their identity. Colonialism has 
completely undermined Inuit identity by imposing a range of beliefs and practices carried out 
by the political, economic, social and cultural powers of the South. 
Cultural anthropologists Clifford and Marcus (1986) argue that, " 'translations' of 
culture, however subtle or inventive in textual form, take place within relations of 'weak' and 
'strong' languages that govern the international flow of knowledge ... still very much a one 
way street ... " (p.22). Theflow ofknowledge, as Clifford and Marcus conceptualize it, helped 
me understand why Annahatak argues that negotiating a bicultural identity can be a daunting 
task when faced with the reality of unbalanced colonial powers. Breaking down institutional 
walls and assisting cultures to meet is not a simple task for Inuit community members like 
Anahatak as weIl as Qallunaat teachers. 
A Social-Psychological Perspective on Collective Identity 
1 return to James Gee (2001) who discusses how individuals' identities are collectively 
defined through the affinity groups to which they belong or want to belong. By "affinity 
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group", Gee means a group of people who "must share allegiance to, access to, and 
participation in specifie practices that provide each of the group's members the requisite 
experiences" (p.105). In other words, members in an affinity group share in a common 
practice and as such they are defined by their participation in this practice. Affinity groups 
are another lens through which individuals can better understand their collective identities. 
Gee argues that affinity groups provide a lens through which to see identity formations and 
changes. 
Social-psychologist Don Taylor (1997, 2002) conceptualizes "collective identity" as the 
characteristies that individuals share with other members of their group, to further explain the 
process by whieh individuals collectively create shared identities (p. 38). Taylor, who spent 
time in the North, explains why he believes that collective identities are fundamental to 
understanding how individuals, namely the Inuit, see themselves and their possibilities for 
the future. Taylor argues that colonization has thrown the Inuit community, similarly to the 
Cree and Maori, into a state of disequilibrium that can best be described by its lack of c1early 
defined collective identity or what Gee might refer to as a lack of shared allegiance to, access 
to and participation in specifie community practices. 
ln trying to explain the significance of affinity groups and collective identities to the 
experiences of Qallunaat teachers, Anderson' s (1991) concept of imagined community is 
relevant here. Anderson explains how a nation is socially constructed and therefore imagined 
by individuals who see themselves as part of it. Individuals who consider themselves as 
belonging to certain groups do so for certain reasons su ch as political or economic. Groups, 
that are constructed communities based on individuals' needs and desires, are used for 
specific purposes. Anderson explains that an imagined community, "is imagined because the 
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members of even the smallest nation will never know most of their fellow-members, me et 
them, or even hear of them, yet in the minds of each lives the image of their communion" (p. 
6). The Qallunaat teacher community in Nunavik is imagined because of the perceived 
similarities teachers feel towards one another, as weIl as the differences they feel towards 
members of the Inuit community. 1 argued earlier that, in reality, groups tend to define 
themselves not only by their commonalities but by their perceived differences from other 
groups. 
For Taylor (2002) the problem of identity in the Inuit community, as in many other 
underprivileged communities in society, is that they are unable to clearly define their 
collective identity as the y must learn to negotiate "competing collective identities" such as 
Inuit and Qallunaat, that are both unclearly defined (p.12). Yet, it is also very difficult for 
Inuit community members to have a clear idea of Qallunaat mainstream cultures because 
the y have been expected to appropriate so many aspects of Qallunaat cultures in su ch a short 
timeframe. Annahatak (1998) confirms, that "the danger of learning in modern ways is that 
we [Inuit community members] are expected to act upon [new knowledge] too fast without 
putting it into our maps of meanings" (p.27). Moreover, the idea of transporting a 
mainstream culture to another community is problematie because there is not one mainstream 
Qallunaat culture and cultures are not statie or easily defined. 
When Qallunaat teachers travel to the North, they each bring with them different versions 
of the dominant culture that may or may not reflect mainstream society. For example, sorne 
southern teachers who consider themselves environmental activists are part of the dominant 
Qallunaat culture but they do not necessarily reflect their southern mainstream society with 
respect to environ mental issues. They often travel to the North, to seek alternatives from their 
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main stream culture in hopes of encountering community members who are more conscious 
ofhow their actions affect their surroundings. Moreover, Taylor (1997) explains: 
whites in Native communities are not prototypic ofmainstream culture by virtue oftheir 
very involvement in a social milieu that is so different from that of main stream culture ... 
colonized people are not exposed to those who are the clearest exemplars of mainstream 
culture" (p.186). 
Almost every year, Inuit students have to adjust to new Qallunaat teachers who advocate 
southern culture in a new way. 
From her experiences growing up in a Maori community, Smith (1999) argues 
"Europeans resident in the colonies were not culturally homogenous, so there were struggles 
within the colonizing community about its own identity" (p.23). As a result oftheir southern 
culture being to a large extent imposed on Inuit community members, the status of the Inuit 
culture has been undermined by the dominance and privilege of southerners. According to 
Taylor, "the colonizer [in this case the Qallunaat teacher] ultimately expects those who are 
colonized to assimilate ifthey are to participate in society" (p. 79). While most Qallunaat 
teachers might have the best of intentions in traveling to the North, they also continue to 
bring their own social agendas that are central to determining how social change will 
manifest itself As new teachers begin to navigate within two competing collective identities, 
their southern collective identities become mostly confined to relations within a very limited 
circle ofpeople. Teachers do not only become unclear about the values of the Inuit 
community but lose clarity in the collective values of their Qallunaat society. Qallunaat 
teachers, who are simply unable to grasp Inuit culture, can become lost in trying to find a 
direction to situate their changing perceptions. They lose track of their individual values 
within their collective. As teachers lose clarity over their visions, they also question what 
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.~. kinds of persons they want to be and soon find themselves in a situation that forces them to 
question the possibilities for their future in the particular environment of the North. Inuit 
students are also confused. They try to build relationships with Qallunaat teachers who often 
respond in ways that do not reflect Inuit perceptions of southern culture in the way that they 
experience it primarily through the media. 
Taylor (2002) argues that motivation "is absolutely fundamental to human behavior 
because it is the process that gives direction and purpose to a person's behavior" (p. 107-
108). The problem with motivation, according to Taylor, is that individuals and collectives 
need goals that are clear, within reach and, personally and socially constructive. 1 agree that 
individu aIs need clear goals that they perceive to be within their reach. However, 1 do not 
think that Inuit students and their Qallunaat teachers are necessarily demotivated. Many 
students and their teachers might be highly motivated to succeed. Yet, the particular social 
conditions under which teachers work might not permit them to feel socially invested (Peirce, 
1995). Peirce de scribes "social investment" as the ways in which individuals are "constantly 
organizing and reorganizing a sense of who they are and how they relate to the social world" 
to meet their multiple desires (p. 18). Inuit students who invest in their formaI education are 
also investing in their own changing identities. Thus Qallunaat teachers want to invest in 
their Inuit host community are also investing in their own changing identities. When students 
and eventually teachers do not feel socially invested, they feel alienated, incoherent, 
fragmented, isolated and get stuck in the heaviness of their present realities and the local 
exigencies of daily living rather than focusing on future possibilities. 
Stairs (1992), Dorais (1997) and Taylor (2002) present perspectives on Inuit identity that 
locate the kinds of persons Qallunaat teachers are within historically embedded cross-cultural 
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relationships. For Dorais, Inuit and Qallunaat identities are located in a con tex tu al space 
which he refers to as the "web of social relationships and cultural perceptions" (p. 6). For 
Taylor, teachers' collective identities are located somewhere between individuals and the 
social context. Dorais and Taylor' s conceptualizations of identity contextualized cross-
cultural tensions between Qallunaat and Inuit and set the stage for advocating the need for 
Inuit community members and Qallunaat teachers to create shared spaces within which they 
can clearly articulate their goals and visions for the future. Taylor's discussion about why 
Inuit community members are presently struggling to clarify and maintain their collective 
identity enabled me to understand how Qallunaat teachers who traveled to the North also 
became confused in their views and visions. When a community is unclear about what it 
values, there is no direction for individuals to orient their future goals (p.42). Dorais and 
Stairs provided a space to situate Qallunaat teachers in an ecocentric Inuit context. They also 
offered a way to frame Qallunaat teachers' identity in a shared spa ce within which the 
deeply rooted Inuit identity can open the door to a dialogue where the identity of Qallunaat 
teachers who are ready to learn can be safely reoriented through negotiating a shared vision. 
InSummary 
ln this chapter, Situating Identity in a Theoretical Framework, 1 defined identity as a 
space where dialogue begins and consciousness of self develops. 1 explained that as 
Qallunaat teachers try to make meaning of their experiences in the North, the y are forced to 
negotiate and consequently question their southem assumptions and relocate their identities 
within the contexts of the North. Through this process, teachers socially distance themselves 
from the Inuit community. Identity is central to understanding Qallunaat teachers' 
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experiences because it provides a theoretical and methodological space through which 
teachers can relocate their visions towards a direction where possibilities remain visible and 
within their reach. Identity is also central to understanding Qallunaat teachers' experiences 
because it is the key to disrupting certain processes whereby they come to distance 
themselves from Inuit community members. 1 defined identities as shared dialogical spaces 
within which individuals negotiate their possibilities for the future. In framing the concept of 
identity within socio-cultural historical constructivist and post-structuralist emancipatory 
frameworks, 1 tried to demonstrate that a clearer understanding of identity as a shared 
dialogical space was essential to interpreting Qallunaat teachers' perceptions and to interrupt 
the existing colonial discourse that places Inuit and Qallunaat as working in opposition rather 
than in partnership. 
ln chapter 5,1 describe the process by which Qallunaat teachers come to experience the 
North. By tracing Qallunaat teachers perceptions of their experiences throughout the course 
of a school year, 1 clarify how the concept of identity enabled me to explore the processes by 
which teachers defined themselves as certain kinds of persons, positioned themselves as 
outsiders in certain social spaces which they perceived as both different and superior to Inuit 
social spaces, and distanced themselves from their ho st Inuit community. Tracing the se 
changes helped me to illustrate how and why Qallunaat teachers' perceptions, attitudes and 
actions manifest themsel ves as a result of their feeling of disempowerment from being 
embodied within colonizing structures of Inuit education in Nunavik. Tracing these changes 
also enabled me to elaborate on how sorne teachers have been able to enter into a shared 
space with others. 
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CHAPTER5 
UNDERSTANDING QALLUNAAT TEACHERS' JOURNEYS TO NUNAVIK 
Understanding the North 
Photo 38. Polar Bear Tracks (CM) 
Two important interrelated questions connect to the integration of Qallunaat teachers in 
the Inuit Communities of Nunavik: How do Qallunaat teachers perceive their roles or 
positions when teaching in Nunavik? and, Why is there a profound distancing between 
Qallunaat teachers and Inuit community members in Nunavik? In this chapter, 1 present 
portraits of Qallunaat teachers' journeys to Nunavik that aims to answer these two questions. 
Like the polar bear' s tracks that are embedded within the landscapes on which it walks, 1 
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describe how Qallunaat teachers are aware of themselves as embodied within colonizing 
structures within the educational contexts of education in the North as they attempt to 
negotiate and relocate their shifting identities. 1 explain how teachers position themselves as 
outsiders in Nunavik and consequently distance themselves from Inuit community members. 
Throughout my analysis, 1 draw primarily from interviews with teachers, principals and 
pedagogical counselors audio-recorded during individual and group conversations. 1 integrate 
teachers' responses with my own observations and reflections. 1 discuss the shared 
understandings that emerged and as the y evolved throughout the school year. 1 use five 
phases to frame the challenges Qallunaat teachers perceived when attempting to understand 
their shifting perceptions, break through social distancing and build cross-cultural 
relationships with their Inuit students, colleagues and community members: 
1. Romanticizing The Inuit: Attracted by Differences 
2. Adjusting Southem Misconceptions of the North: Encountering Differences 
3. Understanding Inuit Educational Culture: Wrestling with Differences 
4. Building Cross-Cultural Relationships: Overcoming Differences 
5. Focusing on the Small Successes: Looking Beyond Differences 
These five phases are meant as a general guideline to frame the process of change that 
Qallunaat teachers experienced wh en travelling to Nunavik. AlI teachers interviewed 
travelled to the North with their experiences, attitudes and their own ways of reacting to their 
new teaching contexts. Consequently, aIl teachers found their own ways to react to their new 
teaching situations and adjust to their new experiences in their own time. Alice, a 
pedagogical counsellor who had worked in the North for many years, explains: 
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1 don't think there's a typical northern teacher. 1 really see everyone as an individual. 
Generally, almost everv new teacher is overwhelmed by the new teaching assignment. 
Some have more difficulty adjusting ... others adjust more quickly. (Alice, pedagogical 
counselor, 2002-2003) 
Alice called attention to the idea that aIl teachers were different. She also pointed out that 
even though she saw aIl Qallunaat teachers as individuals, most new teachers in Nunavik 
were overwhelmed by their teaching assignments. The five phases inform the overwhelming 
feelings and challenges teachers experienced when teaching in Nunavik. 1 wanted to address 
teachers' perceptions of their experiences with Inuit community members because 1 found 
that most new Qallunaat teachers who adjusted to their teaching assignments in Nunavik 
went through similar shifts in their perceptions, but in different ways. 
Guanipa (1998), Pendersen (1995) and Stonebanks (2005) used similar phases to describe 
their own as weIl as their participants' feeling of being overwhelmed when trying to adjust to 
a new environment. They described this adjustment period as "culture shock". Guanipa 
defines culture shock as: 
The anxiety produced when a pers on moves to a completely new environment. .. the 
lack of direction, the feeling of not knowing what to do or how to do things in a new 
environment, and not knowing what is appropriate or inappropriate. 
(http://anthro.palomar.edu/change/default.htm) 
For Guanipa, culture shock is a reaction that many newcomers might have when living in a 
foreign environ ment. 1 see similarities and connections between the work of these authors 
and mine, especially Stonebanks who explored his own process of culture shock wh en 
teaching in a Cree community in Northem Quebec. However, my analysis focused more 
specifically on how teachers negotiated their positions as outsiders within the multiple 
contexts of education in Nunavik. Although the teachers 1 spoke with were overwhelmed as 
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they tried to determine the appropriate directions in which to focus their changing 
perceptions, they experienced much more than anxiety in dealing with the type of culture 
shock that one would typically experience wh en travelling to a new community. 
The Qallunaat teachers in this inquiry had to confront internalized racism brought on by 
their being embedded within colonising structures of northern education. These teachers 
critically questioned their identities as southerners teaching in an Inuit community. These 
teachers were forced to seriously reconsider their positions of privilege, their perceptions of 
superiority and if and how they viewed themselves as role models for their Inuit students. 
They also had to look for new ways to envision their positions and to break through the 
social distance they experienced in Nunavik. For most teachers, this process would take time 
and the shifts in their identities would be progressive. For many teachers, the drastic demands 
that they shi ft their identities to integrate in their Inuit host community without appropriate 
preparation, guidance and support would result in a decision to return to the South after 
having spent a short time in Nunavik. Regardless of the outcomes, aIl teachers 1 spoke with 
struggled to find their place and identity while teaching in the North. In the remainder of this 
chapter, 1 explain how and why teachers struggled to find their ways through the uncharted 
territories of Inuit education in Nunavik and consequently discovered the unconscious 
landscapes of their identities and positionings. 
Romanticizing The Inuit: Attracted by Differences 
Qallunaat Teachers as Outsiders in Nunavik. 
As outsiders in Nunavik, most Qallunaat teachers romanticised what their experiences 
would be like in their Inuit ho st communities. For ex ample, in the next excerpt, Katia a new 
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teacher 1 interviewed during Orientation Week, spoke about her experience in terms of a 
journey that might reveal the real value of wisdom. Katia also illustrated how social 
distancing between Qallunaat teachers and Inuit community members was engrained in part 
of the discourse that Qallunaat and Inuit use to define each otheL Even before traveling to 
her ho st community, Katia was aware of herself as embodied within colonizing structures. 
She had internalized social distancing and had defined her place as an outsider - as someone 
who cornes from elsewhere (outside), not like them: 
1 position mvself as someone who comes trom elsewhere [outsidel. not like them ... 
They are people who relax ... they have ail kinds ot problems, but they do not see lite in 
the same way we do ... Will 1 be able to tunction in this society? [The question] is, will 1 
be able to create [mvl own world ... and be strong? ... 1 am positioninq mvself reallv as a 
listener ... and an observer ... 1 will be able to learn about. .. the real value of wisdom ... 
For me it is part ot a "journev"... 1 just hope that it will go weil with my group ot teachers 
because it will be very important. .. not to teel too alone ... 1 was told not to mix too much 
with the Inuit people ... 1 told myself 1 will go to the Co-op and smile ... 1 will alwavs show 
myself as someone who is compassionate ... 1 know that destiny might bring me to visit 
an Inuit tamily more often ... but 1 am not going to get there and try to be everyone's 
friend. (Katia, new teacher, 2002-2003) 
Like most southern teachers who embarked on their journeys to Nunavik, Katia romanticized 
the North as a journey that would enable her to learn about Inuit wisdom. 
Katia also questioned whether she would be able to function in her Inuit host community. 
She equated her success in the North with being able to create her own world. Katia felt that 
she needed to create a "place" for herself in the Inuit community to accommodate her 
shifting identity as she attempted to integrate into Inuit culture and position herself as a 
strong person in the face of the challenges she anticipated. Katia was going to be cautious 
about mixing too much with Inuit community members because she had been warned from 
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people in the South about possible problems in developing relationships with locals. She had 
no illusions about developing great friendships with Inuit community members because she 
felt she was "not like them". 
Although Katia did not want to set herself up for disappointment by assuming that 
building relationships with community members would come naturaIly, she hoped to 
integrate into the community and maybe befriend an Inuit family. Katia knew that integrating 
in her host community would mean breaking through the social distancing with her students. 
But successful relationships with her students would depend on her ability to create links 
within the Inuit community. Katia thought she would adopt a position of listener and 
compassionate observer, what she believed to be the first step in establishing a relationship 
with Inuit community members. 
Katia was also aware of the importance of fostering positive relationships with Inuit and 
Qallunaat colleagues who would probably become her most important social network and 
help her confront the isolation she was experiencing from being in a foreign teaching 
environment. Katia knew that by traveling to Nunavik she would be located in a 
geographically isolated community but she was afraid of emotional isolation as weIl. She 
mentioned that she was hoping to "notfee/ tao a/one". In other words, Katia was afraid that 
she would feellonely, misunderstood or misrecognized (Taylor, 1991) when she moved to 
the North because she knew that she was going to experience a dramatic change in her 
lifestyle and have to confront her position as "outsider". 
Petersen and Bosch (2002) defined emotional isolation in terms of newcomers to a 
community feeling that the y had very little in common with people around them or that they 
had "no one to tum to" (http://www.extension.umn.edu/info-u/families/BE938.html). In my 
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research, isolation was linked to these Qallunaat teachers' fears that they might not break 
through the social distancing and remain outsiders in their ho st Inuit communities. Isolation 
was also linked to teachers' shifts in perceptions which would open the door to new and 
uncharted territories in constructing their identities and create a feeling of emptiness. For 
example, new teachers such as Katia, Cecile and Brendon express their worries about 
emotional isolation in the next three excerpts: 
Isolation ... We'lI ail go through a certain low at one point, there is a phase of 
discouragement. (Katia, new teacher, 2002-2003) 
There is really not that much to do so ... 1 just want to be comfortable with being alone ... 
1 could just keep myself busy at school ... but [it's] not really what 1 am looking for. 
(Brendon, new teacher, 2002-2003) 
[Isolation] scares me a little ... Language is an obstacle ... because 1 do not speak a lot 
of English. (Cecile, new teacher, 2002-2003) 
In all three cases, isolation was considered an obstacle to integrating into their host 
community. Katia characterized isolation as a phase of discouragement. Brendon described it 
as not being comfortable with being alone. Cecile saw isolation in terms of not being able to 
communicate across linguistic barriers. Language is an obstacle. 
Isolation is an important concept in trying to understand Qallunaat teachers' perceptions 
of their experiences because it was a word that teachers often used to "qualify" their position 
as outsiders and explain the social distancing they felt in the North. For example, many 
Qallunaat teachers like Katia, Brendon and Cecile found it difficult to meet Inuit community 
members who shared similar interests. Consequently sorne teachers felt that this lack of 
shared interests made it difficult for them to break through the social distancing with 
community members. Teachers like Katia were aware that in order to move beyond their 
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position as outsiders in the Inuit community they would have to interact with Inuit 
community members who were different from them. However, they did not anticipate that by 
trying to enter this space of otherness, isolation would manifest itself through the anxiety 
associated with experiencing a new kind of emptiness and loneliness in not being able to 
create a community of like-minded people. 
Like Katia, most Qallunaat teachers 1 spoke with who positioned themselves as outsiders 
in their Inuit host communities were not aware of the extent to which their embodiment 
within colonizing structures of education in Nunavik would affect their relationships with 
Inuit community members. Even though teachers perceived themselves as outsiders, they 
were traveling to the North to teach and seemed very optimistic about their journeys to the 
tundra. 
Searching for A New Community 
Many Qallunaat teachers traveled to Nunavik searching for different ways to experience 
life. They were intrigued by their romantic views of The Inuit and sought new ideals by 
which they could live their lives. They sought renewal in a native community, a chance to 
start over. For example, in the next two excerpts Hariette and Tara discussed their reasons for 
traveling to Nunavik. Hariette was hoping to find a place to start her life over and forget 
about her past. Tara was considering settling down in Nunavik if she met the right partner: 
1 am looking for a place to live. 1 had planned for ten years ... to get rid of ail my past. .. if 
llike, if 1 feel at home, 1 will die here. (Hariette, new teacher, 2002-2003) 
Maybe l'II meet somebody in [the North] and if 1 did and things were great maybe 1 would 
staya long time and if not 1 don't know if 1 would stay alone. (Tara, teacher, 2002-2003) 
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The optimism expressed by Hariette and Tara demonstrate the naïve and potentially 
deceptive perceptions that draws sorne teachers to the North. These teachers' hopes would 
leave them vulnerable as they attempted to integrate within their new teaching community. 
However, these teachers' very positive outlook was a necessary stance to ease them into this 
unknown situation. Many teachers felt they had invested a lot of energy to travel to Nunavik: 
1 find that we are investing a lot in this project ... ail the preparation. 1 did not pack 36 
boxes for only one year ... In three years ... 1 would see the progression in my kids and 
see that we have moved forwards together. (Roman, new teacher, 2002-2003) 
[My partner and IJ are leaving everything ... we put our apartment up for rent, our 
furniture in storage ... The way [the InuitJ are talking to us is that they want to keep us for 
a long lime. (Ginette, new teacher, 2002-2003) 
A lot of my friends say, "/'d like to do this but 1 don't have the guts to do it and it's fun that 
you have decided to do it". 1 am very very happy about the situation. (John, new teacher, 
2002-2003) 
Like Ginette, Roman and John, most teachers felt they were taking a big risk in traveling to 
the North. 
Although not aU teachers 1 interviewed traveled to Nunavik looking for a place to settle 
down permanently, most new Qallunaat teachers were hoping to stay for at least a few years. 
They wanted a change from their lives in the South and were attracted by the differences they 
perceived in Inuit lifestyle. For example, Ginette's romanticized notion of the North was 
expressed in her excitement towards her new teaching assignment and her very positive 
out100k about her forthcoming year. She spoke about the North in terms of adventure, 
freedom in her teaching and the close relationships she would build with The Inuit. She was 
also eager to learn more about a different part of her province which she felt people in the 
,... Southjudged unfairly. In the next excerpt, Ginette shares her attraction to the North: 
211 
As saon as 1 finished my degree 1 was looking for places where 1 could teach. .. 1 reallv 
like adventure ... 1 don't care [about job security]. [1 was getting a little tired of the 
education system in the South). .. classes of 35 students, programs that we must follow ... 
ln the North we have lots of freedom in our classes ... [By teaching in the North] ... 1 will 
be more conscious about the geography of my province ... The people of Nunavik are 
Quebecois but thev are sa different. .. mv world vision will change. My vision of the 
Native communities [will also change] and 1 am vety happy because these are people 
who are not weil known and unfairly judged in the South ... 1 will live with them very 
closelv ... and 1 hope that ... when 1 retum ta the South, 1 will be able ta influence people 
and get people ta come ta know the Inuit better. (Ginette, new teacher, 2002-2003) 
Although Ginette was drawn to the North first and foremost to teach, there were many other 
reasons that attracted her to Nunavik. She was intrigued by the differences she perceived in 
the Inuit people and she wanted to become an insider to their culture by living closeZy with 
them. In a certain respect, Ginette identified with values she perceived as Inuit: freedom and 
adventure. Nunavik represented an exotic locale within her own "national" boundaries. She 
was drawn to the northern landscapes and wildlife. She sought the opportunity to live with 
and learn from one of Canada's distinct cultural groups. She was eager to learn about Inuit 
culture and traditions. 
Ginette also traveled to the North in hopes of finding an alternative to the life she was 
familiar with in the South: 
1 was also sick of being in the citv ... Many people ... in the South write books on 
voluntary simplicitv ... my students [in the South] wanted ta make money and have f2jg 
jobs. 1 couldn't help them ta understand that it is not sa important. .. 1 want somethinq 
else. (Ginette, new teacher, 2002-2003) 
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Ginette explained how she was hoping to simplify her city life and move away from the 
materialistic values that seemed to drive her students' lives in the South. In contrast, she 
associated the Inuit way of life with simplicity, a value which she was striving for in her own 
life. 
Personal Goals: Learning About Oneself 
Most new teachers traveled to the North with personal goals. Many teachers traveled 
North in hopes of finding wisdom. Sorne new teachers wanted to move away from the 
materialistic and individualistic values that seemed to drive their lives in the South. Others 
were attracted by the career opportunities and financial rewards associated with teaching in 
Nunavik. AlI teachers expressed curiosity towards encountering difference from living in an 
Inuit community. In the next excerpts, five new teachers related sorne of their personal 
reasons for wanting to teach in Nunavik. Of particular interest in these excerpts was that aIl 
teachers were attracted by the differences they perceived in the North and enthusiastic about 
how these differences in Inuit lifestyle would allow them to develop parts of themselves that 
they perceived they could not in the South. These teachers hoped that through integrating 
Inuit values into their own lives they would grow professionaIly, personally and spiritually. 
For example, Brendon a young teacher from southem Ontario, was hoping to make money 
while teaching in an indigenous culture. He wanted to experience culture shock to be able to 
see his own life in a different way: 
Initially 1 was attracted by the money. [1 was also attracted to Nunavik because ot the 
opportunity to learn] French ... [1 also wanted] to learn more about teaching in an 
indigenous culture. 1 was interested in the challenge ot working in an extreme 
environment. .. 1 was looking for a culture shock: t(Ving to see the wor/d trom a different 
angle and that way 1 can almost look at my lite different/v. (Bren don, new teacher, 2002-
2003) 
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Joanne had just graduated from Teachers' College in the Maritimes. She was eager to learn 
how to find happiness from the simple things in Inuit life through the relationships she 
thought she would establish in the community. She traveled to the North beeause jobs back 
home were searee: 
1 didn't want to substitute ... and there are no full time jobs at home .... 1 had a really big 
student loan and ... the money is a lot better here ... IVe heard so many people say "1 
was going up there for a year and 1 ended up staying ten, fifteen, twenty" and 1 thought, 
"there's got to be something reallv good or they wouldn't be staying" ... This was an 
opportunitv to be really independent and take on a challenge and say "1 went to the 
North by myself and survived for a year" ... It's just going to give me a deeper 
understanding of why. .. the Inuit are thrilled to be hunters or fish or do crafts. 1 want to 
understand why it is that what we consider to be such simple things can keep them so 
~ .,. whose got it figured out?.. TheyVe got it figured out because they are happy 
and we are not. (Joanne, new teacher, 2002-2003) 
Noella, an art teacher in her late thirties, was hoping to learn about Inuit art, culture and 
spirituality. She also felt that by positioning herself in isolation and being open to Inuit ways, 
she would build relationships with them "at a superior level" and learn from experienee what 
it meant to be "other": 
1 am an artist. 1 have always been drawn to their way of life in the North, their culture, 
their spirituality, their arts ... Their writing is like drawings ... 1 want to be in relation with 
these human beings ... at a superior level ... 1 am placing mvself in isolation and as 
the other ... 1 am opening my heart as best 1 can. (Noella, new teacher, 2002-2003) 
For Lewis, who was traveling to Nunavik with his wife and children, the North represented 
an opportunity to live more closely in a different landscape and move away from 
consumerism: 
214 
It was like a chance that happened and 1 took it ... 1 am a guy who loves nature, fishing 
and it was the opportunity to see ail of that and also to live a year by the sea ... 
Personally, the North will bring me to be less dependent of everything that we have in 
the South. to be less of a consumer. (Lewis, new teacher, 2002-2003) 
Roman, a retired teacher from the South but new to the North, was looking forward to the 
opportunity to learn about himself through being isolated. He feh that he would learn to be a 
more interior person from being in a remote place: 
1 retired and 1 wanted to go to some remote place ... 1 wanted to live something 
different ... l've always wanted to go places before but when you're young you start 
working, you have a family, a house, this and that and obligations and one day you 
realize you can't move. Now 1 have the chance ... 1 think ifs going to make me a more 
interior person because 1 am going to spend a lot time by myself ... and being iso/ated is 
also a good opportunity to know a little bit more about ourselves ... Our hectic life down 
South [does not allow] much time. (Roman, new teacher, 2002-2003) 
As illustrated in these excerpts, aIl five teachers were hoping to break through the differences 
they perceived in the North and learn from Inuit community members. In other words, new 
teachers' desires to succeed in this new environment made them see the differences they 
expected to encounter positively. These teachers wanted to become insiders within the Inuit 
community because they felt they could identify with their perceptions ofInuit values. In the 
process, teachers would learn about aspects of themselves that they would not have access to 
in their busy lives in the South. Like Ginette, they feh they belonged in the North because of 
the values that they perceived Inuit community members adhere to. For example, Lewis was 
hoping to find a community that was less affected by consumerism. Noella, attracted by her 
perceptions ofInuit spirituality, arts, culture and language, wanted to enter this space of 
otherness. 
215 
Ironically, this positive notion of difference ingrained within these new teachers' 
perceptions created an internalized social distance for them. While they were hoping to grow 
through crossing over the South-North divide, their perceptions of difference created a border 
between their Qallunaat southern community and the Inuit northern community of Nunavik. 
Despite their optimistic views, by defining Inuit values as different, they were already 
projecting a border between themselves and their ho st community. Their identities were 
framed within a dualistic perception of North-South, outsider-in si der. Friedman (1998) 
conceptualizes identity as "a dialogic position in the borderlands in between notions of pure 
difference and the deconstructive free play of signifiers ... identity is in fact unthinkable 
without sorne sort of imagined or literal boundary" (p.3-4). In other words, the differences 
that Lewis was hoping to integrate into his changing identity (i.e.: less of a consumer) were 
defined by the kind of pers on he was and the kind of person he wanted to be (i.e.: an 
individu al more in touch with nature). The boundaries that defined and could constrain 
Lewis' identity within the social spaces he would encounter in the North were going to be 
essential in providing a place where he would construct a sense of self. Without su ch 
boundaries, Lewis' identity could not take shape in his new teaching context and he would 
remain an outsider in his host community. 
Shields' (1991) notion of oppositional spacialisation is particularly relevant here because 
the North is part of the southern Canadian identity that can best be understood by contrasting 
it with the experience of life in the South (p. 162). Many Canadians, according to Shields, 
define themselves by opposing their southern values to what they perceive people in the 
North to represent, yet at the same time identifying the North as "the core of their own, 
personal, Canadian identity" (p.163). In the context of this inquiry, oppositional spatialisation 
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thus became a lived reality through which Qallunaat teachers would have to re-construct their 
identities within a new social space and redraw boundaries within their new contexts. 
Oppositional spacialisation would manifest itself as Qallunaat teachers worked towards their 
personal goals as weIl as professional ones. 
Professional Goals: Learning About the Inuit Way of Life through Teaching 
Another aspect ofteachers' romantic views which would forecast and affect their social 
distancing with Inuit community members was the professional expectations that these new 
teachers brought with them to the North. Although they were nervous about teaching in 
Nunavik, they had very high expectations of themselves as teachers and of their host 
community. They embarked on their joumeys to Nunavik with professional dreams that they 
hoped to fulfill and looked forward to integrating into the Inuit way of life. While they knew 
that they were traveling to a community in which they did not belong, they hoped to gain a 
sense of belonging and recognition through helping Inuit students achieve in their schooling 
and through the relationships they built with community members. For example, Ingrid was 
keen on disconnecting trom her life in the South and integrating into Inuit life. She also 
wanted to gain experience that would benefit her professionally upon her retum to the South: 
1 want to gain more self-confidence ... Leam pedagogically ... and when 1 will return 
South 1 will be ready to teach ... 1 hope to be weil welcomed [and] easily integrated in the 
Inuit society. 1 hope that the famifies will want to invite us into their homes and make us 
live what they are living ... fishing and hunting. 1 want them to open the door and when it 
is open 1 will go in. (Ingrid, new teacher, 2002-2003) 
For Ingrid, professional growth was dependent on her access within the community. In the 
next excerpts, Brendon, Carine and Merissa also express their desire to become better 
teachers and affecting the lives of their Inuit students: 
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1 had a teacher tell me that if you could teach here you could teach anywhere ... 1 
thought... "perfect, the challenge of teaching in a difficult situation" ... 1 just want to affect 
kids lives and ... this is a good place to really do if. (Brendon, new teacher, 2002-2003) 
1 hope to have the chance to work with the parents and children ... 1 hope that my 
curiosity will also allow the children to reappropriate their own culture by teaching me 
things. (Carine, new teacher, 2002-2003) 
1 want to motivate my students ... 1 would like to develop a nice relationship with my 
students so that at the end of the year that they think it was fun with this teacher. 1 know 
that they have traditions and ways of leaming that are different and 1 would Iike to adapt 
to them. (Merissa, new teacher, 2002-2003) 
These Qallunaat teachers were open to teaching Inuit children and leam from them but they 
could not anticipate the challenges nor ways they would have to break down social distancing 
in order to become insiders. In these excerpts, their romanticised views are represented in 
their desire to effect change in their lives and in the lives of Inuit community members. 
Considering the new context in which they were going to teach, their expectations were very 
high. 
New teachers were anxious about how they would make a difference in their students' 
lives. They also worried about their expectations and roles, about not being prepared or not 
living up to the expectations of others, about how Inuit community members would perceive 
them and about not being accepted in their host communities. Most teachers were conscious 
that they were outsiders and did not feel quite prepared to live up to neither community 
expectations nor expectations for themselves. Many new teachers expressed their 
pedagogical concems at the beginning of the year. For example, for Ingrid social distancing 
became apparent as she expressed her frustration with her perceived lack of preparation and 
guidance from KSB despite her efforts to communicate her needs: 
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My worries are in terms of the first day of school, organization and classroom 
management ... How 1 will function? ... 1 have no role model ... 1 know that 1 can perform 
but qive me the tools to perform and 1 will be able to do if. .. 1 sent [the principal in my 
host communitYJ a fax [this summerJ and asked him to send me information concerning 
how the school works, the agenda, the program and materials that are used in the 
c/assroom and he called me and said that he received my fax but they were very very 
busy. .. he said "1 can't right now but don't worry 1 will not forget you" and 1 never heard 
back. (Ingrid, new teacher, 2002-2003) 
Brendon was concemed with not being able to have control over his positioning in his new 
environment and not having control of his classroom: 
Being my first year of teaching [l'm afraid ofJ not being a good teacher, of not being able 
to get through to the kids ... [J'm afraid ofl not havinq control of mv c/assroom ... [ofJ not 
being a good influence, a positive influence in students lives. Professionally [l'ml worried 
about total failure. (Brendon, new teacher, 2002-2003) 
Ivonne worried about her position towards her students at a very pragmatic level su ch as 
starting lessons, gaining students' trust, evaluating them: 
1 worry about how 1 will start my lessons ... evaluate my students ... adapt to this new 
context... gain my students' trust ... 1 want everyone to be comfortable, that they come to 
school and that we can talk about ail kinds of things. (lvonne, new teacher, 2002-2003) 
These three teachers felt that the links they would create with their students in class would 
determine their professional success and consequently their access to their host community. 
ln order to take on the challenge of teaching in an Inuit community, they had to open 
themselves up to the positive aspects that their experiences would bring. Unfortunately, many 
teachers' high expectations of themselves and of the community, their positive outlook, their 
romanticized views and their strong desire to perform, created an illusion that was going to 
set them up for disappointment as they tried to integrate with their new context and try to put 
into practice their romantic views of teaching and leaming in the North. 
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One of the problems for new teachers who travel to the North is that their personal and 
professional boundaries can get crossed. While Qallunaat teachers created opposition al 
spaces to make sense of their identity, their positionings would also create the borders that 
would limit their process of mapping and constructing their identities. In section 2, 1 describe 
how these Qallunaat teachers attempted to redraw their boundaries to position themselves in 
their new teaching contexts. 
Adjusting Southern Misconceptions of the North: Encountering Differences 
For most teachers, the first opportunity to encounter a different reality of northem 
community living may be through residing with local Inuit ho st families during Orientation 
Week. Living in an Inuit home can pro vide new Qallunaat teachers with the opportunity to 
confront their southem preconceptions "right from the start". Every teacher 1 spoke with felt 
that living in an Inuit home helped them to better understand the realities of the Inuit way of 
life. For example, in this excerpt Ingrid shares her enthusiasm about living with strangers in 
an Inuit family: 
1 am happy to be staying with a family because we can really see at least a part of a 
reality ... 1 can imagine what some of my students might go through in their homes. 
(Ingrid, new teacher, 2002-2003) 
Living with an Inuit family enabled Ingrid to encounter sorne aspects of the realities of 
northem living. She began to envi sion how she would have to adapt to the unique cultural 
contexts of her Inuit students. Ivonne also expressed how she appreciated the experience of 
living in an Inuit home as it provided an opportunity to get to know local community 
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members. Ivonne felt that her experience allowed her to question sorne of her southem 
assumptions and values: 
1 was afraid of ail the negative stories 1 had heard about the North in the South ... Now 1 
feel better because my Inuit host family is very nice and respectful ... It's really like a gift 
to be here sharing their intimacy. .. and we must respect it... It's very peculiar [though] ... 
the way they raise their kids... Thev come in when thev want, they go to bed at midnight 
and get up in the afternoon ... The other day the two year old boy was standing on the 
table and the mother was not saying anything... we're not at home, so we have to let 
them be ... it's up to us to adapt. .. but of course we notice the difference ... it is ma king 
me rethink certain values... [and] how we do things in the South. 1 think l'm going to 
think a lot this year. (Ivonne, new teacher, 2002-2003) 
Ivonne noticed differences in the way her Inuit host mother allowed her children to be free. 
She mentioned how Inuit children could "come in when they want". This newfound 
perception of freedom for Inuit children made her question sorne of her southem values. 
Ivonne felt it was up to her to adapt to northem values. But Ivonne's desire to remain a non-
judgmental observer is a good ex ample of her romantic perceptions. Her position as outsider 
created a social distance between herself and her host family. 
Throughout Orientation Week social distancing became more apparent for me through 
my observations that most teachers seemed to need to maintain their untainted and idealized 
views of the North. Teachers like Tara arrived in Nunavik, were gathered together on a bus 
and dropped of in front of their Inuit host family' s home. These teachers who had not 
previously met their host families and who were not familiar with the Inuit tradition of 
walking into someone's home without knocking, felt uncertain about the appropriate way to 
behave in su ch situations without any guidance. For example, Tara shares her optimism with 
being dropped into the reality of the North as illustrated in the next excerpt: 
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[When we arrived at our Inuit host family's house] they had left and so the house was 
locked up. We were dropped off, we knocked on the door and we were standing there 
with our bags and nobody was home. So we thought "ok welcome to the North what do 
we do now?" It was not long after that we realized to just go with the flow and take things 
as they come. (Tara, new teacher, 2002-2003) 
New teachers like Tara were trying to adapt to the differences despite feeling overwhelmed 
by their new situation. Being dropped off in a new situation without proper introduction and 
guidance confirmed for Tara her perceptions of sorne of the differences she would have to 
adjust to. As teachers like Tara struggled to situate themselves within their new teaching 
context, going with the flow would become more challenging especially when teachers wou Id 
be confronted with more significant critical incidents that would create a disequilibrium in 
their being and identity in this northem community. 
In the next three excerpts, Ginette, Catherine and Merissa were already expressing 
difficulties with coasting through their new experience. They related their pro cess of trying to 
redraw boundaries to their accommodating the multiple layers of differences they 
encountered. For Ginette, this meant connecting her new experience to her life in the South: 
[1 am surprised by the] freedom that the children have. They do not have much structure. 
They [seem] to lack points of reference. Maybe 1 am judging .. . but ... a child who lacks 
points of reference and stimulation in the family lacks encouragement for his schooling ... 
At the same time, parents have the philosophy. according to what we were told [in one of 
the workshopsL that children learn things by themselves ... but there is no place where 
children can isolate themselves to do their homework, to write ... They spend their 
evenings outside, hanging out ... In the South we have kids who hang out ... but thev are 
the ones who do not fit into the schooling system. They are left to themselves and we 
judge them and their parents for not being responsible. Here we are asked not to judge 
children and parents for these behaviours ... 1 do not know the Inuit enough to know ail 
their values but it is very different from what 1 know ... The homes ... are messy ... their 
ancestors used to live in tents ... We can see that the school is managed by whites who 
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want to make it a pleasant and clean place where we are ready to focus on our 
studies ... 1 was part of the Scouts ... It helps me to open up to the communities and 
succeed in having an interest for the outdoors ... if it is not important to them 1 will not go 
tell them to clean their bathroom ... The value of community is important to them and 
they are trying to make the destiny of Nunavik better. 1 am realizing that these are 
people who are very sensitive and they have important values. (Ginette, new teacher, 
2002-2003) 
ln this excerpt, Ginette deliberates on how she perceived freedom in the Inuit community. 
She was disturbed by the lack of structure because she felt that in the South this same lack of 
structure could be equated with a lack of encouragement for schooling. She was beginning to 
notice that her expectations of the southern schooling system might not fit within the 
different reality she encountered in the North. However, Ginette felt that in the North it was 
not her place to judge others. As Ginette adjusted her southern misconceptions of the North, 
she questioned her own values and wondered about how she would adapt to sorne of the Inuit 
ways. While Ginette wanted to let go of her southern values, she felt conflicted by what she 
perceived as the Inuit alternative. 
ln the next excerpt, Catherine describes how learning to redraw boundaries meant 
appreciating differences in lifestyle: 
Some of the things that they eat. .. are different. .. We had goose for dinner. IVe had 
Goose before ... but the fact that thev can just go out and shoot a Goose and bring it 
home and clean it and cook it. .. We'd probably talk about when we're going to go goose 
hunting ... it might be three months down the road or longer and or you might never get a 
goose. But the little fellow who went out and shot the Goose was only about 11 or maybe 
12 ... and it was his first Goose. So that is different. (Catherine, new teacher, 2002-2003) 
Catherine shared her perception of accessibility to food through her anecdote of a little boy in 
her host farnily going goose hunting. This event made her question the way activities that 
223 
would typically be planned in the South just seem to happen in the North. As Aknara 
explains: 
The Oallunaat always make plans ... the Inuit not. [We are] ne ver planning about 
tomorrow if we go hunting or something like that. .. Maybe that's why Oallunaat they 
[don't stay longer] in Inuit communities ... [But] Ilike the teachers because they are 
always planning ... They always plan things. (Aknara, Inuit staff, 2002-2003) 
While Aknara explained an important difference between Inuit and Qallunaat ways of being, 
teachers like Catherine wondered how they would accommodate the differences in their 
students' lifestyles in the classroom. In the next excerpt Merissa expresses her concern about 
the appropriateness of discussing certain topics that were taboo in her southern community: 
This is not a family that looks very stable ... The mother spoke to me about one of her 
boys who had committed suicide ... It surprised me ... Maybe because where 1 come from 
if is much more taboo and people dan't speak about it openly. (Merissa, new teacher, 
2002-2003) 
Merissa equated her host mother's openness to talk about her child's suicide with lack of 
stability. She had to adjust her personal boundaries to accommodate the different issues she 
encountered in the North which she was not necessarily comfortable discussing. Talking 
about suicide challenged her southern assumptions of family life that would ultimately affect 
her role as a teacher. However, even though Merissa felt uncomfortable engaging in such 
topics as suicide, she did not feel threatened by her northern experience. In the next excerpt, 
Katia shares an uncomfortable situation she encountered in the community that made her 
wonder more seriously about her personal safety as a young single Qallunaat woman in the 
North: 
Yesterday 1 was walking home with an Inuit man [in my hast family] ... and there was a 
man who was so drunk speaking to himself, walking ail crooked and screaming. 1 went to 
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bed. 1 don't know if a cheque came in yesterday but everyone was in the street. They 
started to scream outside and of course 1 had a hard time sleeping because this is not 
usually my life ... ft is the same on the reserves and in places where there is social 
welfare. When they get their cheque it is horrible during one week and then it is calm for 
the rest of the month ... 1 am a single young woman ... So yes in a certain respect there is 
a fear of being a woman ... 1 don't want to be raped or be attacked. Yes 1 was living in 
Montreal and stuff could have happened to me. But it doesn't stop the fact that 1 am 
going to put myself more at risk [being in an Inuit communityj. .. (Katia, new teacher, 
2002-2003) 
A number of issues about the social contexts of Inuit education emerge in Katia's response. 
She drew attention to violence in the North which she felt put her more at risk of being 
attacked. Katia questioned her own security as she perceived that violence was more 
prevalent in Inuit communities. Katia spoke about social welfare and alcoholism, two 
realities that have emerged from colonialism. Walking through the community and feeling 
scared reminded Katia of her position as outsider. The bedroom was the only place that Katia 
felt sheltered her from the happenings in the community which were not usually [part ofl her 
[ife. Unfortunately, Katia had to deal with this issue by herself. 
Many new teachers who were sometimes placed in uncomfortable situations were afraid 
to express their worries with KSB administrators because they did not want to expose their 
prejudices or be perceived as negative or racist. Teachers also felt badly if they were to 
complain about Inuit community members. In most cases, new teachers really appreciated 
living with their ho st families and wanted to remain open to them. For example, in the next 
excerpt Rachel demonstrates one aspect of the tension that a newcomer might feel when 
residing in a ho st family. She recounts her discomfort with asking to be fed properly knowing 
that her host mother did not have much money: 
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They never actually inform the teachers that [Inuit community members] get paid to feed 
you ... so l'm thinking, okay, this person has five kids, she is the only worker, think she 
has a lot of money? Just feed me whatever you're eating. 1 don't want to be a burden. 
But after a while, 1 wasn't eating breakfast, 1 wasn't eating supper, because she never 
cooked anything. And she said "1 never cook, 1 don't know how to cook, 1 just go to my 
mother's house" ... that was really hard for me not eating weil for that week, it was 
difficult. ft was a minor thing, but 1 was hungry ail the time. (Rachel, teacher, 2002-2003) 
Rachel's comment about not wanting to be a burden reflects many teachers' concern about 
their place in the community. Most teachers wanted to be open to differences. They also 
realized that sorne differences caused them discomfort. As even minor concerns started to 
pile up, teachers became overwhelmed by their new situation and the compounded incidents 
of miscommunication created insecurity in the minds of these new teachers. For example, 
Maxime expresses his concern about the lack of direction: 
1 was shocked by the number of frustrations l've experienced ... everything crea tes 
insecurity and it is draining ... . .. ail these little things combined together after a while 
make [you go over the edgeJ. (Maxime, new teacher, 2002-2003) 
During Orientation Week, teachers like Maxime were made aware of sorne potential 
problems associated with colonization and imperialism but they did not know how these 
would manifest themselves in the community and more importantly in their classrooms. Most 
new teachers seemed to temporarily disregard the problems in the North. They were 
desperately seeking guidance from anybody to try to envi sion what their new teaching 
situation would be like. 
Another difficulty for many new Qallunaat teachers associated with trying to envision 
how best to adapt to their new teaching situation was that they felt they were given 
contradictory and partial information. The lack of appropriate information and guidance 
made it difficult for them to make sense of their new teaching contexts and made them and 
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feel even more like outsiders. For example, in the next excerpts three teachers expressed their 
frustration with not having access to appropriate information: 
They sugar coated everything... It's sort of Iike, we really need teachers, so lets not tell 
them, and they'/1 find out on their own ... but 1 think ... teachers really need to know 
before they come up. (Rachel, teacher, 2002-2003) 
There are paradoxes between the workshops ... This morning we were told that our 
program is a nice document but. .. 1 will have to organize my teaching according to what 1 
see in the c/assroom. And this afternoon [we were told] the complete opposite ... 
everything is almost ail prepared for us ... 1 realize that it is reallya different context and 
we are leaving from much further away that 1 thought. (Merissa, new teacher, 2002-
2003) 
After three days of meetings 1 feellike 1 do not know these people ... Who are the Inuit? 
What do they expect from us? How do they perceive us? Are we welcome in their 
community? ... 1 do not want to do things that will shock them ... we don't really have any 
information. It is Iike if the school board wants to protect us ... Yesterday 1 was shocked. 
l'm going to teach secondary two and 1 was told that the level of French will be 
comparable to grades 3 or 4 in the South. .. had 1 known 1 could have brought up 
appropria te materials ... They should better prepare us before we leave the South. ft is 
very discomforting because we know nothing. we are starting at zero. (1 vonne, new 
teacher, 2002-2003) 
Teachers like Rachel, Merissa and Yvonne held on to their preconceptions because they did 
not feel that they were given information that helped them to adjust or reconsider their views. 
Both Merissa and Yvonne clearly expressed their perceptions as outsiders. Merissa 
mentioned, "we are leaving from muchfurther away than 1 thought" and Yvonne expressed, 
"we know nothing, we are starting at zero". Teachers like Merissa and Yvonne were 
therefore more likely to feel unprepared and unsupported in their new environment. 
After having been in the North for a very short time, the teachers quoted here had been 
exposed to a myriad of first impressions that the y tried to take in as best they could. Even 
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though sorne Qallunaat teachers were concemed about the differences they perceived in Inuit 
values, they were consciously trying nat ta judge. Many teachers also had to distance 
themselves from comments from certain members of their southem communities. For 
example, Ingrid expressed her frustration with family members and friends making fun of 
The Inuit. Before Ingrid traveled to the North, she was getting impatient with people whom 
she felt were unfairly judging Inuit community members, as illustrated in the next excerpt: 
When Ileft my home ail my parents and friends were teasing me about sniffing ... Stuff 
like they stink, they don't brush their teeth. .. 1 just wanted to tell them to shut up ... My 
own perception was that they were violent. 1 heard that they sniffed gas ... smoking and 
alcohol. Another perception is that they are very down to earth which is something we 
don't have anymore. We have a difficult time being satisfied with what we have and they 
live a lot with the earth, the environment. That is how 1 see them, close to nature. (Ingrid, 
new teacher, 2002-2003) 
Teachers like Ingrid carried with them southem voices who questioned their decision to teach 
in Nunavik and expressed their own prejudices towards Inuit. Ingrid also drew attention to 
the South-North divide in her struggle to move away from southem preconceived ideas and 
towards a clearer understanding of the realities of the North. While Ingrid acknowledged that 
she perceived Inuit community members as violent, misusing drugs and alcohol, she also 
mentioned her perceptions of sorne positive aspects of life in the North. By trying to create 
her own impressions of the North, Ingrid was becoming an outsider to her southem 
community. Rer northem experiences were drawing her away from southem views expressed 
by family and friends that no longer resonated with her new reality. 
When Qallunaat teachers like Ingrid move to an Inuit community, they first have to leam 
to position themselves within a new North-South dichotomy within a northem village. 
Though they were outsiders within the Inuit community, they could no longer define 
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themselves by opposing the North from a position totally outside the North because they 
resided in the North. Teachers like Ingrid were drastically redrawing their boundaries to 
redefine themselves as outsiders inside the community. Qallunaat teachers who choose to 
travel North, "discover the nature of oppression, the extent oftheir privileges, and the 
relations between them ... learning about the lives on the margin" (Bailey, 2000, p.286). 
Patricia Hill Collins (1991) a black feminist explains this type ofpositioning as the "outsider 
within". Linda Tuhiwai Smith (1999), a Maori researcher, refers to the position ofindigenous 
people in academia as "inside-out/outside-in". Both these authors approach the notion of 
insider-outsider from a position that was already on the margins. 1 saw Qallunaat teachers in 
the North as sharing a similar yet different type ofpositioning. As a minority in the Inuit 
community, Qallunaat teachers had an insider perspective on the formaI educational system 
that borrows its traditions from the South. They were in a position of power as southern 
educators, as they carne from a dominant main stream culture. Yet, their power was 
significantly challenged and undermined as they negotiated their multiple positionings in the 
North on the margins. By margins 1 am referring to the "periphery of cultural systems of 
space in which places are ranked relative to each other" (Shields, 1991, p.3). As 1 explained in 
chapter 1, Qallunaat teachers were working "in" Nunavik, and as such they became a minority 
or what 1 referred to as "outsiders inside" the community. Teachers were insiders to the 
Southern school system but outsiders in almost every other way. 
There were contradictions explicit in labeling Qallunaat teachers as "marginal" (Bailey, 
2000). Teachers represented a colonial power to the Inuit. Inuit community members were 
suspicious of Qallunaat teachers as they perceived that they were located in powerful social, 
political and historical sites. In such a situation, it became very challenging for teachers to 
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negotiate their possibilities for selfhood or to project their selves into the future. For example, 
without membership in the Inuit community, their voices could not be heard or recognized. 
These new teachers were also becoming increasingly worried about how they would position 
themselves as outsiders inside this community as they were aware that they were embodied 
within colonizing structures. For example, Merissa shared her worries about being perceived 
as the white person who knows everything. She was very conscious of her position as outsider 
when describing herse If as visitor and as minority as she explains in this excerpt: 
1 am afraid ta give the impression that 1 am arriving as the white persan who knows 
evervthing and 1 am afraid of the image that they could impose on me as the white 
persan. 1 do not want ta seem Iike 1 am coming from the South and 1 know everything 
and 1 am if. 1 want ta be the one, in their image, who is coming ta help, ta teach what 1 
have learned. 1 think that it is important for the Inuit ta take their education in hand and 1 
would not want ta come across as the one who wants ta impose the white system. 1 am 
going ta find myself for the first time as a minority in the community. 1 am Iike a visitor ... 
At the same time 1 am interested in them for what they are ... 1 am not here for the 
money ... it is really for the experience. 1 do not want people ta think that something else 
motivated me. (Merissa, new teacher, 2002-2003) 
Merissa realized that Inuit community members' perceptions were beyond her control. But 
these perceptions would highly affect her position in the community and determine whether 
or not she would be able to integrate successfully. Merissa hoped that her positive attitude 
and genuine interest would facilitate her integration into the community. 
The Qallunaat Teacher Community 
Another important aspect of social distancing that affected how new teachers adjusted 
their southem misconceptions of the North was their own community of Qallunaat teachers. 
Since most new teachers were paired up with other Qallunaat teachers in their Inuit host 
families, they could relate their experiences to one another. Teachers appreciated having 
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someone with them to share their perceptions and views. They also saw the benefit of being 
paired up with other new teachers as it provided them with a sense of support. For ex ample , 
Merissa offered her view of being paired up with other southerners while living in an Inuit 
home: 
1 am very happy but it is important that 1 be with someone else. Just to help me feel at 
ease ... just the fact that 1 can go to bed at night and talk a litt/e about my dayalso helps 
to crea te links between teachers. At least 1 know that there are people in other 
communities who 1 can communicate with ... We create two kinds of links with the Inuit 
and other Qallunaat teachers. It also allows us to discuss ... the shock ... we can talk 
faboutl our impressions as we are living through the same things. (Merissa, new teacher, 
2002-2003) 
She also highlighted another important aspect of social distancing. From the beginning of 
their journeys to Nunavik, Qallunaat teachers were consciously building two types of 
relationships. They were encountering differences with Inuit community members from 
living in their homes. They were also building important bonds with their Qallunaat 
colleagues through sharing their perceptions of their initial experiences in the North. In fact, 
social distancing manifested itself from the very start of their journeys to the North. Since 
teachers positioned themselves as outsiders and they did not have a forum to openly discuss 
their views with people who could steer them towards a more comprehensive understanding 
of the happenings within Inuit homes, they were left mostly to themselves to interpret their 
perceptions and make sense of their experiences. 
By speaking to other new teachers instead of more experienced Qallunaat and Inuit 
members of KSB who had learned to break down sorne of the barriers to social distancing, 
many new teachers missed out on important opportunities for being mentored and entering 
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inside the community. Many were aware of these missed opportunities. For example, Joanne 
expressed how she felt the need for informaI discussions: 
1 wish we would have had more of an opportunity to have informaI discussions to talk 
about our reactions because sometimes something might happen and this is my take on 
it and it doesn't mean ifs right and if somebody points something out 1 would be like "oh 
yeah, 1 didn't think about it that way" ... 1 feel that this week should be about team 
building and about becoming aware of situations that could possiblv arise and how to 
cope with them ... 1 don't know what l'm going to do if a student commits suicide in my 
c/assroom this year. Or 1 don't know if 1 have students using drugs and alcohol what 1 am 
going to do, how 1 am going to cope with that. .. We're ail in culture shock. (Joanne, new 
teacher, 2002-2003) 
Joanne wanted to break through the social distance and gain access into the lives of her Inuit 
students. However, without appropriate guidance new teachers like Joanne were left rnostly 
to thernselves and other new teachers like them to atternpt to understand their positions and 
assess how best to direct their efforts towards "breaking the ice". As the differences the y 
encountered becarne more threatening to their identities, they found cornfort in supporting 
one another. New Qallunaat teachers who might have had very little in cornmon in their lives 
in the South were building solidarity with each other by confirrning their perceptions of the 
Inuit people. As they created their own inner circ1es, they confirrned their positions as 
outsiders and deepened the social distancing between the Qallunaat and Inuit cornmunities. 
As Orientation Week rnoved along, teachers were eager to move on to their cornrnunities 
so that they could unpack their belongings and to get into their new lives in the North. In the 
next excerpt, Cecile expresses her need to belong in her new environrnent: 
1 am looking forward to beinq in my community and in my own stuff ... lliked being 
integrated in the famifies ... 1 found that it really taught me. We needed that to 
understand ... 1 would tell teachers, you will spend three days living with families, and 
after 1 would give the formation in their own communities so that we can have the time to 
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get acclimatized in aur awn cammunity befare we begin ta teach ... We start ta teach twa 
days after we arrive ... It is the feeling af belanging that we need befare we ga and teach 
ta feel mare canfident. We wauld have ta knaw aur cammunity and the peaple in aur 
cammunity. (Cecile, new teacher, 2002-2003) 
Cecile's need for a sense of belonging after a few days of living with an Inuit family also 
reveals her discomfort with the experience of entering this "space of othemess". As teachers 
like Cecile sensed the realities of the North invade their southem comfort zones, the 
romanticism with which the y had arrived was slowly fading. 
New teachers who had aIready begun to adjust sorne of their southem misconceptions of 
the North, arrived in their teaching communities and attempted to "create their own world" 
within the boundaries of their private homes. They felt the need to temporarily escape the 
reality of northem community living and romanticized what life in their classroom would be. 
Many new teachers were aware that Orientation Week offered only an elusive experience of 
what their situation would be like. The relationships they were building during this week 
were not necessarily representative of what life would be like in their host communities. For 
ex ample , while Katia enjoyed her first week in the North, she anticipated that building 
relationships with Inuit community members in her host community might be a little more 
challenging because she would be spending the year with them, rather than just a few days: 
ft is gaing weil here because 1 will nat live here ... [Inuit cammunity members and 1] knaw 
that there is a departure an Friday. It is in their hanar ta have a gaad haspitality, ta be 
welcaming and it is ail in my hanar ta be a receiver and ta have pleasure ... when 1 will 
arrive in [my teaching cammunity] it will be far the year. Sa then [relatianships] are gaing 
ta take mare time ta establish. (Katia, new teacher, 2002-2003) 
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After having encountered the realities of northem community living during Orientation 
Week, many new teachers like Katia would be hesitant to visit Inuit homes. Ginette 
mentioned that one of her pedagogical counselors had advised her about how she could 
integrate into the community, "Go see the eiders, go meet your students' parents, go visU the 
Jamilies". However, without more explicit guidance and support, many teachers like Ginette 
and Katia would keep mostly to themselves. Even though most new teachers expressed that 
they wanted to be welcomed into Inuit homes and live like Inuit community members did, 
many quickly became disappointed when they encountered a completely different reality 
than they had expected. They were spending numerous hours at school preparing their 
les sons during the first few weeks; they had very little time or en erg y to visit. They were 
immersed aIl day in trying to break through social distancing with their Inuit students at 
school. They felt they needed to retire to the safety and comfort of their own homes in the 
evening. They spent their evenings preparing les sons for the next day or trying to unwind, 
and were in bed quite early, exhausted from their days' work. 
Simple circumstances such as physicallocation and time constraints influenced the social 
distance that existed between Qallunaat teachers and Inuit c ommu nit y members. Wh en new 
teachers needed information related to the functioning of the school or community, or simply 
felt the need to chat, they usually visited their Qallunaat colleagues perhaps living in the 
same building or right next door. Map 4 demonstrates the proximity of the Qallunaat teacher 
homes (in red and pink) to each other and to the school (in blue). Teachers who lived c10sely 
together built friendships through their daily interactions with one another as weIl as the 
exchange of simple services and their shared experiences at school. 
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Teachers found it challenging to make use of the opportunities to interact with 
community members outside the school at the beginning of the year. Considering the 
time teachers spent getting settled, working at school or attending to personal and family 
matters, 1 began to understand why they did not have the time or energy to build 
relationships with members of the community. Most of their efforts were spent building 
relationships with their students. Even when they had more time, many Qallunaat 
teachers did not feel comfortable visiting locals until they were invited into Inuit homes. 
This was an obvious cultural barrier that created further social distance and made it 
complicated for Inuit and Qallunaat to get together informally at the beginning of the 
year. Structured activities initiated by the school staff and informaI encounters at school 
or on the way to the Co-op were most often the only times when members of these two 
groups met. 
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Understanding Inuit Educational Culture: Wrestling with Differences 
As teachers spent more time in Nunavik, many of their views prevented them from 
breaking through the distance and entering a "space of otherness" with Inuit community 
members. They struggled to understand the educational culture within their new teaching 
environment. In the faU, as new teachers settled into their host communities, they faced two 
substantial challenges: situating themselves into a new and unique community and situating 
themselves into a new school. QaUunaat teachers working within these two contexts felt very 
uncertain about how to respond to their disappointment in teaching in a context that was 
quite different from what they had expected. For example, in the next two excerpts Tara and 
John express surprise in seeing southern conveniences in Inuit communities: 
1 thought that it would be much more primitive. 1 thought people would live a lot more off 
of hunting and fishing. 1 get here and see satellites everywhere on houses, movies that 
just came out in the South and 1 ate pizza for lunch. (Tara, new teacher, 2002-2003) 
1 was expecting to be going like nowhere ... 1 didn't think it was going to be 50 developed 
as it is here ... They have just about everything we want to have down South. (John, new 
teacher, 2002-2003) 
Both Tara and John talked about the influence of southern mainstream culture on northern 
communities. Both Tara and John were surprised by the access to mass media and processed 
foods. Many teachers might have thought that they were going to a place similar to 
Atarnajuaq, the weU-known film that carne out a few years ago. However, they were 
surprised that they could not experience the tradition al Inuit lifestyle they thought the y would 
encounter. In the next photos and excerpt, Nena describes the contrasting images of her 
experience in the North before and after her arrivaI: 
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Photo 39. Land 
Photo 40. Guitar 
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These are two contrasting images of my experience in the North. This is my 600$ guitar 
that was smashed in my house when 1 was broken into last year ... And then that one, 
more beautiful, beautiful, beautiful is/ands which 1 could ski out to and they are 
extraordinary. (Nena, teacher, 2002-2003) 
Nena' s photos and comment contrasted the Inuit traditionallifestyle and the effects of 
modern community living. While teachers like Nena relished being able to have such easy 
access to the beautifullandscapes that surrounded them, they also were greatly disturbed by 
their perceived lack of respect for others and their belongings within the Inuit community. 
Many were disappointed that Inuit wanted to embrace a lifestyle that teachers were trying to 
escape. Many new teachers were also confused by how Inuit community members seemed to 
be appropriating southern values. For example, in the next excerpt Alice relates her 
perceptions of the fast pace at which Inuit community members have appropriated Southern 
values: 
1 find the North has changed ... a/most too fast since 1 first came. 1 think that in many 
ways it has become a very materialistic society. Everyone needs their cell phone ... this 
and that ... Often young kids are left on their own because their parents have activities 
that they don't want to miss. The strong familv unit that existed in the past seems to be 
disappearing. You don't see families ta king off to go camping the way you used to. But 1 
could be wrong ... Young kids are often left on their own while parents are at Bible study 
or away at a religious get together . .. , There is less drinking amongst the people who are 
religious/y involved even if drugs and alcohol abound in most communities. (Alice, 
pedagogical counselor, 2002-2003) 
Teachers like Alice who worked for KSB for many years, had witnessed the fast pace of 
change in the Inuit society. Often, they did not agree with the direction ofthese changes in 
Inuit lifestyle. Alice implicitly questioned the place of southern values delivered through 
such institutions as religion in modern northern community living. She also worried about 
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how southem values imposed through colonization were influencing Inuit family life. Many 
teachers felt that Inuit community members were consuming southem goods and ideas 
without a clear understanding of what they represented. These teachers struggled to 
understand the effects of colonization on present day Inuit education. 
Sorne new teachers were aware that southem govemment and missionaries continued to 
impose their visions on Inuit community members who had been forced to dramatically 
change their lifestyle in a very short time period. However, the y were not expecting to adapt 
to the social effects of "cultural dislocation" manifesting itself in a disempowered school 
population. In the next excerpt, Megan defines cultural dislocation as the pain that resulted 
from colonization. She also explains how many new teachers responded to cultural 
dislocation: 
Teachers who come from the South ... know ... we have a Europeanized mentality of how 
things should be and we come to the wild West, a.k.a. the North, ... we try and stick those 
round pegs into those square holes and we keep trying to say "but this is how it should 
bel"... But it can't be because ... there's a whole historv of corruption and there's a 
whole history of the Inuit people beina aiven and aiven and treated like chi/dren and 
everything will be fixed by dropping money on it. .. And no you don't have to take 
responsibility for this because the government is going to come in and fix it. .. we're 
gonna civilize your children ... and put them in the federal school systems ... And so you 
start looking at these people ... who went through a federal school system that was 
absolutely horrifie even though they may have learned something, they still had to have 
their hair eut and they still have to not use [Inuttitut] language ... And they come back 
and ... they're lost and they're in pain and they're tryina to deal with life and up here ... So 
you've got pain whose creating more pain ... kids who are trying to deal with "Whyare 
mommy and daddy in so much pain? Why can't 1 talk to them? Why don't they 
understand me?" ... And what is this parent's solution to shut the kids up? Give that kid 
20$ to go buy junk food cause that's what they were taught. .. forget about ail the Inuit 
ways to let the child find their way. .. That's the excuse ... Teachers come up from the 
South and they have certain expectations and they try to be open-minded ... But. .. things 
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are just nat warking the way that [they] thaught and there aren't relatianships with 
parents the way that they wanted them ta be ... because their idea is being attacked from 
a Sauthern perspective. Up here the parent really may nat give a shit abaut what's gaing 
an with their kid. Sa it's very hard ... 1 fargat that 1 wark in a kind af war film ... my 
experiences that 1 have had, every day far [aver ten years], which far me are almast 
narmal naw which is scary ... are sa traumatic far the majarity af peaple in this cauntry ar 
any af the western cultured cauntries ... [yau have] ta be careful and yau have ta reallY 
knaw haw ta han dIe il. (Megan, pedagagical caunselar, 2002-2003) 
Megan felt that many Qallunaat teachers perceived an existing problem in the community 
that represented more than just a cultural difference but they didn't really know how to 
define and deal with il. Throughout the school year teachers would try to direct the 
educational path of their students as best they could without necessarily having a clear 
understanding of Inuit educational values. In the community, formalleaming was affected by 
certain forces present in the Inuit desire to move away from the southem model of education 
and towards one that was more appropriate to Inuit needs. New teachers knew very little 
about Inuit needs. In the next excerpt, Nena explains her perception of cultural dislocation 
and her disappointment in confronting what she referred to as her naïve assumptions of the 
North: 
1 was very naïve when 1 came here. 1 thaught 1 was really weil infarmed, but 1 wasn't. .. 
Ali the questians in my interview were, "Weil what if Jahnny misses schaal ta ga hunting 
with his dad far three days?" l'd say, "Weil af caurse." My assumptian was that Jahnny 
was tald ta ga hunting. ft is a cultural value. 1 wauld spend the time with him after taward 
catching up. [Hawever], my kids in the schaal didn't ga aut hunting. They were just at 
hame watching TVar they had been up taa late the night befare and they had na interest 
in staying after class ta catch up an the wark they missed ... 1 had this naïve assumptian 
that there wauld be ather educatianal values that wauld supplant the values that 1 was 
trvinq ta teach. This is nat what 1 faund. (Nena, teacher, 2002-2003) 
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Nena expressed her disappointment in her assumptions about Inuit culture. From her point of 
view, Inuit children did not seem to have their own educational vaIues. Inuit children were 
not interested in her values because they were not interested in school. As an outsider in her 
host community, Nena struggled to respond to the type of cultural dislocation she perceived 
she was experiencing. 
Teachers like Nena strive to belong to a community that reflects Inuit traditional values. 
These teachers did not identify with many "modern" values present in their ho st community. 
Nena's comment highlights an important issue for many teachers seeking an alternative 
lifestyle or hoping to encounter "Inuit wisdom". What they encountered was not quite what 
they had expected. A deeper look into life in the North revealed the complexities of trying to 
understand cultural dislocation. For example, George responded to Nena's comment with his 
perception of the value attributed to education in the North: 
1 think that there are parents who do take their kids out hunting and it is an excursion, a 
cultural excursion where they are learning ... 1 can think of one family in particular, where 
there was a strong love of their culture and their traditions and they do go out regularly 
with their children on hunting sessions and they are teaching them the Inuit ways ... and 
they do send their children to school quite regularly as weil. They don't take, "weil you 
are tired you can stay home" as an excuse to stay home. Thev don't quite know whv 
they are sending their children to school, but they know there is a value to it. But they 
are very rare. (George, teacher, 2002-2003) 
While George felt that sorne families in the North valued Inuit traditions as weIl as southern 
institutions, most did not. George felt that most Inuit parents did not value formaI education 
or did not quite understand its purpose which made it challenging for George to understand 
his position within the Inuit education contexts. For example, in the next excerpt George 
describes his frustration with the perceived social effects of cultural dislocation and of the 
lack of success in academic achievement: 
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They [the students] are not strong in either language, they might understand things orally 
but they can't read. Essentially education that we re providing is failing ... badly ... There 
are just so few successes. (George, teacher, 2002-2003) 
Ginette also expressed how cultural dislocation affected how she tried to position herself as a 
new teacher and the lack of direction in her teaching. In the next excerpt Ginette also 
expresses how discouraged she felt by the low academic level of her students. 
My students are extremely weak ... 1 don't know where to start to help them. 1 feellike 1 
am being pulled in ail directions and there is not much cohesion in what 1 am doing ... 1 
need a program with appropria te teaching materials. (Ginette, new teacher, 2002-2003) 
Like most teachers, Ginette wished she had appropriate teaching materials that would 
facilitate understanding of Inuit educational culture and help her find a focus in her teaching. 
Likewise, Tristan explains how the lack of guidance and support made him question his role 
as a teacher and his place in the community: 
Some [students] can read fluently and others can't read at ail. So l'm planning 
individuallessons for every student. 1 like that liberty but. .. 1 don't know where l'm 
going ... 1 speak to my students a lot about abuse and violence and alcohol and part of 
that liberty is good but 1 don't know if 1 should be pushing the programs more because 
l've let them go a bit. 1 don't know if l'm imposing my values or trying to accept their 
culture? Or am 1 trying to ask them to accept their own culture? 1 am really questioninq 
my place. (Tristan, new teacher, 2002-2003) 
Tristan drew attention to the need to accommodate the varied levels at which his high school 
students were working. By trying to adapt his teaching to accommodate students who had 
reading difficulties as well as fluent readers, Tristan did not know how to push his Math and 
English programs forward. He focused on establishing a warm and welcoming environ ment 
for his students. Putting academics aside was not something with which most southem 
teachers were comfortable. Many therefore questioned their place in the community. Many 
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teachers regarded lowering expectations with babysitting. Other teachers, like Thomas, 
wondered about how they could adapt their teaching to meet the particular needs of their 
Inuit students: 
At least for the first few years, you have to spend a lot of time preparing your lessons ... 
The teacher should realise the gap that exists between what students know and what 
thev need to know [to succeed according to southern standards]. .. if the gap is too big 
we can't make it. .. but we have to work with the local specificities ... books will not meet 
our needs ... 1 have experience but 1 don't have enough time [to plan ail my fessons to 
meet the specifie needs of students in this particufar context]. .. we [alsoJ have to 
encourage students because their self-esteem is so difficult to buifd but is destroyed so 
easify. (Thomas, teacher, 2002-2003) 
Thomas felt his previous teaching experiences helped him to adapt his teaching to his Inuit 
students. Many Qallunaat teachers who were starting their careers did not have the 
experience to know how to adapt their teaching to meet their students' specific needs. Even 
though sorne books were available, Thomas feH that they were not helpful because he had to 
plan activities that accounted for second language instruction and special needs. Thomas also 
felt that there was not enough time to plan aIl his lessons. He was aware that his students 
were very easily discouraged if lessons were not adjusted to their needs. Students' frustration 
often resulted from their lack of understanding of the subject-matter. 
Another issue for Qallunaat teachers was their students' lack of motivation, or what 
Pierce (1995) would define in terms of a lack of social investment. Many associated this 
problem with drug and alcohol use. They also wondered why they could not bring their 
students to see the importance of formal education. For example, Cassandra associated 
cultural dislocation with her students' boredom: 
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For secondary students who take drugs, [demotivation] is a big issue ... They stay up 
la te, have those big parties and can't wake up in the morning. Not only can't wake up but 
don't see the point ... Why care? So what? When theyare high and get down after 
everything is so boring. (Cassandra, teacher, 2002-2003) 
For Cassandra, drug and alcohol use was just a symptom ofher students feeling that there 
was not much point in attending school because the community values did not seem to 
validate students' success in school. Many teachers perceived that a high school diploma 
would not guaranty employment for their students. For example, if a student' s family was 
weB positioned in the community, it might be more advantageous for such a student to get a 
job rather than a high school education. While teachers might not have agreed with this type 
of reasoning, they understood that Inuit community members had their own ways of valuing 
education that often did not reflect southern educational values. Unfortunately, without 
appropriate guidance in understanding the ways in which Inuit community members 
integrated formaI education within the functioning of the community, Qallunaat teachers 
quickly lost track of their professional roles and questioned the limits of their responsibility 
to adapt to their northern environment. Many also linked Inuit students' lack of academic 
success to a lack of parental involvement in school and a lack of responsibility on the part of 
Inuit parents. For example, Rachel explained her confusion in defining her role and assessing 
the extent of her responsibilities: 
Since IVe been teaching here, IVe always tried to be the parent and coerce the students 
into coming to school ... 1 would give the consequences and [it] was so draining ... this 
year 1 am stepping back ... 1 don't know if ifs right but 1 have to start that because my 
efforts have just sucked me dry of energy ... 1 don't even know what a teacher is 
anymore. 1 have been a parent-teacher so much that 1 don't know what a teacher does. 
It is just so grey. (Rachel, teacher, 2002-2003) 
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She realized that no matter how much energy she put into trying to help her students succeed, 
if the parents were not on board, her efforts would be useless. According to many Qallunaat 
teachers, school was not a value that was reinforced throughout the Inuit community. Earlier 
in this section, 1 quoted George who felt that even when parents expressed that it was 
important to send their children to school, students did not always feel socially invested in 
c1ass. The lack of social investment caused teachers to mistrust parents' commitment to 
formaI education and wonder about the many unexplained reasons that seemed to prevent 
children from succeeding academically. 
Teachers like Rachel were frustrated with the lack of resources at school and in the 
community and by the seemingly high expectations placed upon teachers. Teachers did not 
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feel validated and rewarded in their work. For example, many teachers like Rachel had a 
difficult time coping with the seemingly high expectations from certain community members 
as illustrated in the next excerpt: 
They want us ta be more than what they are ... They are not able ta have their kids in bed 
before midnight or one o'c/ock when they are still in primary, and not able ta have their 
kids ta listen and do stuff themselves and then they want us ta do the whole process of 
raising them, weil we can't. (Rachel, teacher, 2002-2003) 
Teachers like David felt constant pressure to prove themselves while being criticized for 
being too strict: 
The worst feeling 1 have is about proving mvself. It would be a lot easier for me and a lot 
easier for them if we didn't have that kind of relationship. Theyalways tell me that 1 am 
"Iukuapik" [strict]. (David, teacher, 2002-2003) 
Like their Inuit students, many teachers like David felt disempowered because their actions 
were not recognized in the way they had hoped. They began to lose a sense of agency over 
the kind of teachers they wanted to be such as successful in establishing authentic and 
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meaningful relationships through teaching and integrating into their Inuit host community. 
The lack of clarity and sense of agency over David' s changing perceptions towards his host 
community also caused him to question his identity as a Qallunaat teacher. David did not 
want to be perceived as a strict teacher. However, his identity construction was dependent on 
and defined by his active participation in building relationships within the particular contexts 
of the North. In The Politics of Recognition, Charles Taylor (1994) states: 
Our identity is partly shaped by recognition or its absence, often by the misrecognition of 
others, and so a person or group of people can suffer real damage, real distortion, if the 
people in society around them mirror back to them a confining or demeaning or 
contemptible picture of themselves. Nonrecognition or misrecognition can inflict harm, 
can be a form of oppression, imprisoning someone in a false, distorted, and reduced mode 
of being. (p. 25) 
Most Qallunaat teachers like David recognized that the y did not fully belong in their host 
community. They aiso questioned the extent to which the y wanted to participate as members 
in the Inuit community. 
Teachers were disturbed by the fact that Inuit community members could not provide a 
clear context within which teachers could position their identities. Many teachers were 
perplexed by the fact that they were aImost incapable of building relationships with students 
who seemed at first quite friendIy upon teachers' arrivaI in their community. When the se 
teachers' views become nonrecognized or misrecognized, they began to radically change 
their opinions about Inuit community members and question their identity within the contexts 
of the North. Taylor (1991) argued that individuais define their identities by Iocating their 
selves in functional spaces su ch as their profession, relational spaces such as their family and 
friends, and ethicaI spaces su ch as their values and other important matters. Teachers' ethical 
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spaces are most important to pro vi ding coherence to their selves because they define the 
landscapes which they know, or where they stand and position their values (p. 305-306). 
Clarity and direction in teachers' ethical spaces are essential to their sense of self, especially 
when they negotiate across cultural borders because the terms that define their ethical spaces 
and situate them within cross-cultural encounters "vary in striking fashion" (p. 306). When 
teachers like David escaped the standards by which they defined their selves they were not 
liberated. They were thrown into a "terrifying lapse into total disorientation ... the ultimate 
crisis of identity" (p. 305). These Qallunaat teachers found themselves confused about their 
identities in the North. They were unable to clearly define the kinds of persons they were and 
assert the kinds of persons they wanted to be. These teachers experienced a "crisis in 
identity" . 
Other teachers resented their feeling powerless in the face of a difficult situation. For 
example, Shelly explains how she became aware of herself as a white teacher in another 
culture through her relationships with her students: 
1 know that there is help out there somewhere but 1 feel that the school does not have it 
or we don't offer it ... 1 don't know how to describe the feeling to know that 1 am not 
serving fmy studentsl ... 1 am really asking myself this past week if 1 should even be here 
as a white teacher in another culture ... 1 feel that it is our fault. .. They were not living on 
those values before ... they had some other values ... (Shelly, new teacher, 2002-2003) 
ln this excerpt, Shelly talked about her sense of powerlessness. Shelly's perceptions, like 
many other teachers, also embodied her confusion with her perception of Inuit values as weIl 
as her position as an outsider in the community. Shelly desperately needed to feel that she 
was serving her students in order to foster a positive social identity. 
The need for individuals to foster a positive social identity has been weIl documented in 
the literature (Abrams & Hogg, 1990; Hogg & Abrams, 1990; Tajfel, 1982; Tajfel & Turner, 
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1979) and was particularly relevant to understanding Qallunaat teachers experiences in the 
North. Wh en teachers began to question their teaching skills and to worry about the kinds of 
persons they were becoming, they also intuitively needed to balance their negative feeling of 
failure with a more positive social identity. One way for teachers to foster a more positive 
social identity was to blame their perceived failure on others or on their present situation and 
to redefine themselves as being different from others within that situation. Hilfiker (1994) 
asserts that, "rare is the individual who is able (much less willing) to yoke himself for the 
long haul to an abstract morality opposed to his or her day-to-day well-being and pleasure" 
(p.122). Teachers like Shelly could begin to see parts of themselves that the y did not fully 
understand and questioned their place in the North. 
In the next excerpt, Eva also described how the particular context of the North was 
making her feellost. She explained how she felt completely overwhelmed by the situation 
and started to lose sense of her role and place in the community. For Eva, feeling lost implied 
that she did not recognize the signs that would enable her to participate within her host 
community: 
/'m just a bit /ost. It's been tive weeks now and it's my tirst year teaching, tirst time up 
North and / haven't started really a reflection about ail that is going on. / am just living it 
and ... / just tee/ up and down. / am starting to Jose mvself ... / am not sure shou/d / be 
happy now? Shou/d / be mad? ... / tee/ that / am being Jess emotiona/ because .,. there 
is like this big wall ... / don't know what to tee/ because / don't have signs ... / can't tee/ 
their emotions so / have difficu/ty to express mine with them ... / don't have any prob/ems 
about disconnecting but sometimes it bugs me because / just disconnect so weil but / 
want to do a reflection what happened today but / don't remember ... when / get out ot 
the schoo/ it is over ... / just have a question ... / don't care about he/ping, he/ping, 
he/ping, am / normal? Shou/d / care more? Sometimes / wonder it it is not because they 
are tinding themse/ves /ost that we are /ost in what we have to do. (Eva, new teacher, 
2002-2003) 
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Without understanding the signs from her students about what they were experiencing, Eva 
could not break though the social distancing and feellike she was recognized by her students. 
In relating her experiences about the challenges in her teaching, Eva was able to share many 
important insights about her perceptions and her position as an outsider. For example, she 
was able to shed light on how her lack of perspective as a new Qallunaat teacher was due to 
her inability to read the signs in her students' emotions. A more experienced teacher might 
know that Inuit students use eye signaling su ch as raising eyebrows to say yes or express that 
they understand. Inuit students also raise their no se to mean no or 1 don 't want. 
Eva explained how disturbed she was by not being able to feel anything since she had 
arrived in the North. Eva' s inability to empathize with her students was evident in her 
reflections. Eva expressed how she was drained by the end of the day and had no more space 
to reflect on the events of the day. Yet, she also wondered whether she was normal. Rachel, 
also talks about her fear of losing control over how she positioned herself towards her 
students. In the next excerpt, Rachel expressed her fear of becoming a callous teacher: 
1 don't Iike how 1 am becoming more cal/ous, 1 don't care as much about certain 
students ... 1 do 1 real/y care but in a lot of ways 1 don't. .. Whereas before 1 always cared 
about them coming and working hard and helping them but now ... 1 am real/y waking up 
now but it hurts ... And 1 feellike here's me two years ago and 1 am getting closer and 
closer [to being cal/ous] and 1 am scared that it wil/ go so far evety year. (Rachel, 
teacher, 2002-2003) 
Shelly, Eva and Rachel aIl wondered about the kind of teachers the y were becoming. They 
sensed that their initial ideals of the North were fading and they were afraid to accep,t defeat. 
With lack of guidance and support, many teachers lived and responded to their own values. 
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Ultimately, many teachers were retuming to what they were familiar with, their own set 
of southem educational values. David reflects on how he tried to adapt his teaching to his 
new context but ended teaching in a way that was familiar to him: 
When 1 came here 1 knew the education was nat gaing ta be the same cause culturally it 
is very different. .. Sa 1 was expecting sameane ta help me ta understand why and haw 
ta teach their kids. But 1 faund that the Inuit dan't knaw either. Or they do nat knaw haw 
ta teach me ta do if. Or 1 do nat understand it ... It is hard ta knaw what the Inuit are 
expecting. 1 do nat knaw exactly what 1 have ta do ... Sa 1 go back ta what 1 am mast 
famifiar with. .. the way 1 was taught, the way my parents taught me ... 1 knaw the values 1 
believe in sa 1 teach my students with thase values 1 have ... 1 knaw sametimes 1 teach 
samething that 1 shauldn't but 1 dan't knaw what ta do instead. (David, teacher, 2002-
2003) 
David was frustrated at his perceived lack of success in his approach. He felt trapped because 
he didn't know what else to try and felt very little support. Unfortunately, David's feeling 
further intensified the clash between his educational values and his lack of understanding of 
the Inuit educational culture. He was clear about his own values but as an outsider in 
Nunavik he felt unclear about what Inuit community members expected of him. The tensions 
inherent within the teachers' double socialization of community and school were complicated 
by the realities associated with modem Inuit culture and both Inuit and Qallunaat social 
distancing. David became confused about whether to associate his perceived clash in values 
with cultural differences or with individu al situations. 
Teachers like David wondered about whether students' lack of success in school was due 
to their southern teaching style or to other factors? As a result of these uncertainties, teachers 
projected their own confusion toward their surrounding community. They expressed their 
frustrations with uncertainties about their roles as teachers. It was difficult for them to 
confront their perceived lack of success in connecting with their students. By focusing on the 
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social problems in the North, Qallunaat teachers like David justified their position as being 
different and redefined their roles according to their own set of values. Distancing themselves 
from such social problems provided a temporary relief from daily confrontations that the y 
faced and for which the y felt both unprepared and unsupported for their teaching in this 
context. 
As teachers like David began to reassert their own southem values, they could find a 
sense of equilibrium and take solace in the thought that their clouded horizons might become 
clearer wh en they retumed to the South. However, they could not find balance in their 
position in the North. In the meantime, they lost sight of many professional and personal 
goals that once seemed to be within their reach. Without a clear sense of self, it was very 
difficult for these Qallunaat teachers to be recognized as the kinds of persons the y wished to 
be and to adopt the positive social identity necessary to keep them feeling invested in their 
teaching. Teachers like David might persist in trying to break through the distance. They 
might eventually focus primarily on personal goals when they saw little or no possibility to 
move ahead with the professional goals they had previously envisioned. When they 
perceived no possibility to pursue professional goals, many teachers waited until the y 
retumed to the South to try to grow professionally. 
While David's concem was about how best to address his position as outsider within the 
classroom, in the next excerpt, Cassandra describes how social distancing played out, not 
only within classrooms but outside the classroom in community spaces. During one of our 
group conversations, Cassandra brought a photo of her first community feast. Cassandra's 
photo was taken in the school's gym with man y community members sitting together eating 
country foods from the land as weIl as southem foods. To protect the anonymity of 
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community members 1 decided not to include the photo in this dissertation. Cassandra 
reflects on this event: 
This photo is very special for me. It looks like nothing but 1 wiff expIa in to you why. This 
was a big gathering that we had... It was the opening of the CNV ... ft was on a Monday 
night and it was a very happy, very very happy moment and it was one of the tirst times 
when 1 saw a [community] meal when everybody is sitting down at a table ... There are 
two people here ... who [were] students at the time ... five days later [one of them] 
committed suicide ... It is just to show how very fragile our worfd here is, how it changes 
very fast, we didn't expect it at ail. Ali smily like nothing is wrong and five days later he is 
gone. (Cassandra, teacher, 2002-2003) 
Even when teachers were invited to participate in community events, their world experiences 
prevented them from becoming insiders. As Cassandra' s comment demonstrated, things 
change so quickly in the North and unexpected events reminded teachers oftheir position as 
outsiders. For Cassandra, this community feast was also a reminder of the fragility ofher 
world in the North. Most of aU when faced with such tragic events, teachers like Cassandra 
were afraid to lose their sense of self-worth and a belief in their agency to effect change. 
ln the next example, Dan, a more experienced teacher, explains how he confronted his 
position as outsider: 
As Qallunaat teachers we have a professional identity that we bring with us to the North. 
This identity is primarily defined by our teaching degree, our professional experiences 
and our personal experiences. When we start teaching, we quickly realize that we are iff-
equipped even though we have a university degree and some teaching experience. We 
continue to think we have ail the skiffs and abilities to succeed in this environment. Some 
of us believe, perhaps because of our cultural biases that we are going to excel in this 
environment. We see ourselves as the answer to the Inuit problems. We have the 
energy and the desire to effect change. Unfortunately, after a few weeks of children 
throwing chairs through the windows, complaints from parents and screaming matches 
with other staff members, we are confused; "1 thought 1 was right, now 1 don't know 
anvmore". We become frustrated bv the idea that we are foreigners in our own country 
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and we cannot accept our place as outsiders. Eventually we get anxious, then angry. We 
internalize our frustration. We reject the Inuit and look forward to getting drunk on a 
Friday night in the comforts of our own home. (Dan, former teacher, 2002-2003) 
Dan's attitude also encouraged the social distance between Qallunaat and Inuit communities. 
Despite the fact that most Qallunaat teachers traveled to Nunavik consciously trying not to 
judge when, like Dan, they became disturbed by what they experienced in the North, they 
rationalized their perceived difference by attributing a certain value judgment or simply 
rejecting the Inuit ways. In finding temporary escape, teachers like Dan appeased their 
frustrations. However, in confronting the need to distance themselves from their perceived 
differences with Inuit values they also became confused about their own views. 
Coates (1985) explains that, "despite pious daims to their special status as citizens of a 
'Northem Nation', the Canadian people have shied away from their northlands ... 
visionaries, more romantics than pragmatics, remain propagators of an ideal that Canadians 
pay homage to, then consciously reject (p.12). 1 found that many Qallunaat teachers like Dan 
were visionaries who traveled to the North with certain hopes to change the present situation. 
ln their desire to effect change, whether consciously or not, they assumed the role of 
"intruder" as they attempted to conquer the North or at Ieast survive it. Their misguided or 
misrecognized intentions Ied them to faise hopes. In other words, wh en the kinds of persons 
teachers hoped to become su ch as insiders in the community did not fit with the kinds of 
persons that teachers were expected to be su ch as outsiders, teachers like Dan at least tried to 
prevent the North from conquering them. When teachers perceived no possibility to move 
ahead in their trajectory because their Inuit students, colleagues and community members 
seemed to be resisting them, teachers sheltered themselves from confusion to preserve their 
sense of self. Consequently, they distanced themseives from the Inuit community. 
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Eventually, teachers needed to identify and c1arify the kinds of persons they were and the 
kinds of persons they were not. As teachers views were strongly influenced by their 
Qallunaat colleagues, wh en they perceived differences with Inuit views, they were 
confronted with a dilemma. They could choose to adopt a new view or, they could opt to 
reaffirm their own views. 
Relationships with Qallunaat Teachers 
New teachers who discussed sorne of their fears with more experienced teachers found 
relief in knowing that they were not alone with their feelings. However, many new teachers 
also became even more confused by their peers' comments. The sometimes prejudiced views 
expressed by more experienced teachers intimidated and disturbed these new teachers. Many 
more experienced teachers who had opened themse1ves up to change had leamed to stay 
away from Qallunaat teachers who perpetuated negative attitudes in the community. For 
example, in the next excerpt Megan expressed her frustration with southemers who spread 
their prejudices in the North: 
1 fight very hard to not let mv kids become victims of somebodv else's prejudice ... 
We work in Inuit communities. Inuttitut is the first language. And yet, when we are in 
school, the teachers refer to the French kids and the English kids, as does 
administration. And French kids don't like English kids and the English kids don't like 
the French kids and yet they are Inuit, ail of them their first language is Inuttitut. 1 
haven't figured that one out yet. But that is, 1 think, a very good example of how 
cultural language prejudice visits another culture. (Megan, pedagogical counselor, 
2002-2003) 
Megan expressed her concem for teachers and administrators who encouraged social 
distancing through their narrow views. Megan also drew attention to the political tensions 
within the Qallunaat teacher community which highly affected how new teachers positioned 
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themselves in their host community. Not only were teachers trying to position themselves 
within the Inuit community but they also had to negotiate their positions within the Qallunaat 
community. 
When teachers remained in a position where they still considered Inuit community 
members as other and outside their realm of experience, it meant that they were unable to 
enter into a shared space with Inuit community members. Yet, these teachers' colonial 
tradition made them categorize differences in cross-cultural relationships according to the 
dichotomy of self-other or colonizer-colonized. Their multiple positionings in the North 
made them perceive many walls. In the process, the y legitimized the creation of a social 
distance between their culture and Inuit culture and assumed a "positional identity" by 
defining themselves in opposition to others (Bailey, 2000; Ferguson, 2000; Fine, 1999, 1994; 
hooks, 1984; Shields, 1991). In sections 1 and 2, l explained how teachers assumed their 
positional identity as they struggled to find their place within the North. For example, Katia 
offered this explanation, "1 position myself as someone who comes from elsewhere [outside], 
not like them"; Ginette announced that, "The people of Nunavik are Quebecois but they are 
so different"; Shelly wondered whether, "[she] should even be here as a white teacher in 
another culture"; David explained, "these kids are not me"; Merissa expressed, "1 am like a 
visitor"; Dan stated, "we see ourselves as the answer to the Inuit problems ... we become 
frustrated by the idea that we are foreigners in our own country and we cannot accept our 
place as outsiders". 
Michelle Fine (1994) argued that individuals must not limit themselves to an artificial 
dichotomy between self and other as they risk becoming blinded by their own framework in 
assuming that aIl others will see as they do. However, Qallunaat teachers' positions of power 
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sometimes made them confirm their southern assumptions which further aggravated their 
lack of understanding of Inuit views. Such dualistic terms and the images they conveyed 
perpetuated existing conceptualizations of cross-cultural relationships and the perceived 
distance between the Qallunaat and Inuit communities. For Fox (1996), the perceived sense 
of "contextlessness and timelessness" that Qallunaat teachers experience in the North, forced 
them to question the nature of change that they wished to bring about and to locate their 
selves within a "borderland discourse" that was completely foreign to their previous 
experiences (p. 292). Teachers tried to make meaning of their experiences through their own 
southern culturallens. They appropriated southern meanings to try to understand Inuit 
community practices. 
Even though teachers like Rachel and Dan wanted to be open to Inuit ways, at a certain 
point they also felt that they could not compromise their inner selves. Teachers then also 
resented the Inuit community for expecting them to bec orne different kinds of people. Shields 
(1991) argued that this type of reasoning leads to identity construction based on "defining a 
dichotomy and then re-appropriating elements which are often rejected because dualism 
becomes associated, metaphorically, with other black and white categories su ch as good-bad" 
(p. 163). He borrowed the historian Hayden White's notion of "ostensive self-definition by 
negation" to trace the process through which southerners might come to justify their position 
in the North. According to White (1978): 
ln times of sociocultural stress, when the need for positive self-definition asserts itself but 
no compelling criterion of self-definition appears, it is always possible to say something 
like: "1 may not know the precise content of my own felt humanity, but 1 am most 
certainly not like that,' and simply point to something in the landscape that is manifestly 
different from one self ... (p. 151-152) 
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Even though many teachers felt lost, the y tried to define their identities by clarifying the 
kinds of persons they were and the kinds of persons they were not. Teachers who interacted 
with Inuit students and adults over an extended period of time questioned their integrity. 
They felt it was their responsibility to intervene when certain adults responded to their 
students' actions in ways that they would not. When teachers judged certain kinds of 
behaviours to be inappropriate especially when dealing with sensitive issues where their 
students' well-being was at stake or where legal rights demanded the intervention of the 
community social services or youth-protection, they asserted that they were not "that kind of 
person". They undoubtedly questioned the kinds ofpersons they were becoming when they 
did not feel that they were in a position to intervene. At the same time, they did not want to 
undermine the Inuit ways. They also wondered to which extent their silence, their inaction 
and their frustrations were a reflection of the kinds of persons they were expected to be. For 
example, many teachers like Eva and George had a difficult time accepting that elementary 
school students were allowed to smoke on school grounds during recess. Eva and George 
describe their frustration with children smoking on school grounds in the next excerpts: 
Eva: This is the part that 1 don't like about recess, the smoking spot. Every time we go 
there it is like "eugh" ... those kids are allowed to smoke. ft is ok but no not on the school 
property. 1 don 't teel good with this part. 
George: Eleven year old smoking. ft sucks. (group conversation, 2002-2003) 
Both George and Eva were frustrated by their perceived lack of control over young children 
smoking on school grounds. In this case, their inaction to correct the situation made them 
wonder about their responsibility as professionals to act upon a situation they judged to be 
inappropriate. They were told by administrators that students were allowed to smoke on 
school grounds because otherwise students would go somewhere else to smoke and most 
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probably skip their classes. By allowing students to smoke on the steps of the school, the 
chances of students returning to class after recess were greater. Since the priority was that 
students attend school, they were given a smoking spot. Many Qallunaat teachers felt 
conflicted about such a situation because they did not agree that children are allowed to 
smoke. Teachers who could not look beyond their southern perceptions and accept this new 
reality within their teaching context, would struggle not to be perceived as racist despite 
having what they perceived as their students' best interest in mind. Memmi (1969) defines 
racism to be "the generalized and final assigning of values to real or imaginary differences, to 
the accuser' s benefit and at his victim' s expense, in order to justify the former' s own 
privileges or aggression" (p. 185). Thus, teachers' privileged views and romanticized 
perceptions of the Inuit community sometimes led them to reject the current reality of the 
North and consequently distance themselves from Inuit community members. In order to 
keep going, Eva and George had to create a social distance between their students' realities 
and their own upbringing. They knew that their southern preconceptions framed their views. 
But reflecting on these preconceptions was challenging. At times, it was necessary for them 
to rationalize their judgments in arder to continue with their work. In the next excerpt, David 
speaks about his frustration in not being able to motivate his students to seek alternative 
activities to the ones they were accustomed to: 
This is Killer Bali [a/so known as Dodge Bali] ... / tried to show them something e/se, 
they did not want to do it. Ifthey wanted to do it ... after 15 minutes, it was too hard and 
they wanfed to play Killer Bali because [it] is easy ... They run, they spend energy on it, 
that is good but for me it is a picture of them it is easv and thev are comfortab/e with it ... 
/ recognise them in killer bail. / tried [other activities] and / will try again but it's too hard 
for them. (David, teacher, 2002-2003) 
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David's exasperation with his students not wanting to move beyond playing Killer BalI, a 
game they were familiar with is clearly indicated in this excerpt. Unfortunately, David's 
attitude was destructive because he was not willing to accept his students' need for security 
and comfort. He wanted to push them to perform according to his own standards. While 1 
could understand the frustrations expressed by David, Eva and George, 1 also saw how their 
privileged views were reinforcing the social distancing between themselves and their 
students. In the next excerpt, Margueritte who had worked with many teachers over the years 
confirrned that she had often encountered destructive attitudes of teachers that prevented 
them from accessing the Inuit community: 
ft is easy to see who is raGist ... when they talk about the Inuit they say "them" and they 
put themall in the same basket and by usinq "them" a distance is created ... instead of 
talking about this person or that person, they generalize. (Margueritte, pedagogical 
counselor, 2002-2003) 
Marguerite drew attention to a mind frame in which sorne teachers perceived Inuit 
community members. By using the term "them" and generalizing to the detriment of the Inuit 
community, Marguerite believed that sorne Qallunaat teachers interpreted differences in their 
favour. James Sakéj (2002a) explains this forrn of prejudice within the context of 
colonization. According to Sakéj: 
because colonisers consider themselves to be the ideal model for humanity and carriers of 
superior culture and intelligence, they believe that they can judge other people and assess 
their competencies. In short, colonizers believe that they have the power to interpret 
differences ... The strategy of difference is not simply abstract or analytical. It directly 
affects secular Eurocentric identity and order. (p. 65-66) 
1 agree with Sakéj and would argue that despite their position as outsiders, Qallunaat teachers 
in Nunavik continued to have the power to interpret differences and they often used this 
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power consciously or unconsciously to their own advantage. In the next excerpt, Aknara 
comments on her perception of the prejudices directed towards her community from certain 
Qallunaat teachers: 
Sometimes Oallunaat say things about [Inuit] people ... they need sometimes to see ... 
the person closer. [New teachers arrive here and then they hear ail kinds of gossip from 
other teachers], that is why Inuit and Oallunaat they are not together ... Older teachers 
are like the boss and that is not good ... [sometimes they] gossip like, 'lshe's] very young 
to be pregnant"... T 0 talk like that to new teachers they don 't know but they are breaking 
friendships between Inuit and Oallunaat. .. Maybe Oallunaat teachers should come up 
before teaching to go camping ... bake together or talk together it's very nice like that. 
(Aknara, Inuit staff, 2002-2003) 
Aknara mentioned how certain Qallunaat teachers influenced new teachers with their 
prejudiced views. She felt she could not establish relationships with new Qallunaat teachers 
unless there was an opportunity to get to know one another without interference from more 
experienced teachers who were already deeply set in their positions as outsiders and 
maintained their prejudiced views. Earlier 1 had raised the issue of insularity concerning the 
Qallunaat teacher community. However, teachers were also caught in a complex paradox. 
Although most teachers acknowledged their position of privilege, the y felt stuck in their 
tradition as colonizers in the North. For ex ample, in the next excerpt Nena mentions how she 
perceived her position of privilege by relating it to her experience with social justice groups 
in the South: 
Why are most environmental groups and social justice groups made out of privileged 
middle class people? Because we feel that we've got things and so ifs our responsibility 
to take care of the less fortunate, the less knowledge holders. There's that arrogance 
again ... but 1 think that ... ties in to the white guilt. .. As privileged members of the society 
we live in we do have a responsibility ... but you can take it so far. And 1 think the 
tendency in the past has been to do too much and that doesn't allow for peoples or 
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groups of people or communities to take on their own responsibility. Ws part of 
colonialism and it is still happening. (Nena, teacher, 2002-2003) 
For Nena, like many other teachers, the paradox in her position of privilege was in trying to 
determine her level of responsibility in trying to make the situation better for her students. 
Nena felt caught between wanting to help her Inuit students and feeling that her help was 
preventing Inuit community members from assuming responsibility for their youth. Teachers 
rationalized that their privilege gave them skills and knowledge Inuit community members 
lacked and that they could model it for them. For example, in the next three excerpts, 
teachers reflect on their perceptions of their roles as Qallunaat teachers in Nunavik: 
1 would be a leader and l'd be showing them new things. Some of the famifies were 
being tom apart .... So 1 was kind of a comforter too. 1 was their entertainer because they 
loved to hear me play the violin. (Christina, teacher, 2002-2003) 
For me being a teacher is ... being there as a raie model and a guide ... A lot of things 
that we teach them they don't need to know to be able to do the job that they want to do 
in their lite and to be able to survive and to be a good member of society ... (Joanne, new 
teacher, 2002-2003) 
1 would like to pra vide the transition fram where theyare, to my culture in the South. .. 
prepare them mentally for what they will have to confrant. (Ginette, new teacher, 2002-
2003) 
While the se three new teachers were weIl intentioned, they did not realize the extent to which 
Inuit community members were being asked to give up their role of leaders in order to 
accommodate their presence. In the next excerpt, Susie explains how she perceives her role 
as an Inuit teacher: 
1 try to prepare them ... so they would know how to behave near the Qallunaat like being 
c/ean, washing hands, like reading, reading is the most important thing for me to teach ... 
but sometimes it is ha rd to, it depends on the students ... 1 have seen students 
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disrespecting their teachers. J don't like to see kids doing that because J don't like to be 
disrespected ... (Susie, Inuit teacher, 2002-2003) 
Susie mentioned two issues of major importance with respect to her mIe. She wanted her 
students to learn the Qallunaat ways. She also felt that preparing her students to be with 
Qallunaat teachers might allow students to understand their teachers' ways and adapt more 
easily to their southern teaching styles. Susie's comment reflects how deeply colonization 
has been embedded within the educational contexts on Inuit education and embodied within 
Qallunaat teachers as weIl as their Inuit colleagues. As soon as children start school, their 
Inuit teachers are educating to fit within the Qallunaat ways. In the next excerpt, Doris 
mentions how she learned to let go of her need to lead her students and appreciate that by 
reading her students' signs carefully they would teach her about what they need to know: 
When you come in at the beginning as a fresh teacher ... you really just wanted to be 
leading part "hey, we have this great unit, let's go" and you're not really sort of Jooking at 
kids and what do they have to offer? And after a couple of years you realize... that was 
the extraordinary opportunity that presents itself ... you do have to look at what they have 
to offer because you're going to be talking in terms in which they won't understand. And 
you're going to be working with ail the things that they know and relate to ... if you don't 
wake up to that [youJ miss the boat. (Doris, former teacher, 2002-2003) 
Greg also recounts his coming to terms with losing his idealism and accepting that he might 
not be the right mIe model for his Inuit students: 
ft changed me in the way that 1 am Jess idealistic. 1 saw that 1 had nothing to teach them. 
You can lead them where vou want but thev will decide where thev choose to go ... 1 also 
have less of an ego. 1 realize that. .. they don't really need me ... You have a certain 
image from what you see in books of Inuit hunting seal with their dog teams. You get 
there and it is not like that... There are no igloos. The houses look like low-income 
housing. They ail have their A TVs not their kayaks ... 1 saw that 1 did not have the right 
vision. Things have changed and they are like us in a certain respect. But at the same 
time they are not like us. 1 just would have liked for them to decide what they want to 
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be ... not us ... we destroy everything ... we reallv impose ourselves as role models. 1 did 
not Iike that. In my society 1 am a good role model but for them 1 am not. They must find 
their own role models ... 1 felt this malaise when 1 was there ... 1 saw what 1 was teaching 
as a waste of time and it made me uncomfortable ... we have disturbed them. We are 
trying to make them like us ... Somehow, a teacher must be a role model. 1 felt white and 
not like a role model for them ... Iloved being there ... fishing and being with them but 1 
felt this discomfort while 1 was there. 1 felt that it was not our place to be there. We are 
only serving ourselves. We make money and then leave. We gain experience and then 
we go teach in the South. And them? (Greg, former teacher, 2002-2003) 
For Greg, the North taught him to become more realistic about his expectations. An 
interesting aspect of Greg's reflection is that he was not so much concerned with how Inuit 
community members perceived him but was disturbed by his own perceptions of what he 
represented as a white role madei in the North. Earlier, 1 discussed how new teachers like 
Merissa hoped to overcome their position as the white persan in their ho st community and be 
accepted as positive role models for their students. However, in his comment Greg explained 
why the notion of role model was problematic. He recognized that by traveling to the North 
he was mostly serving his own interests. Greg felt that he was imposing his own ways and 
knew that he was eventually going to return to the South leaving Inuit community members 
behind. In the next excerpt Megan explains her perception of why Qallunaat teachers 
accepted too easily the role of leader wh en traveling to Nunavik: 
1 think the reason that Qalfunaat teachers end up being expected to do so much is 
'cause we're part of that government system that always did so much ... 1 remember ... 
one of the older teachers -Iovely lady- who was ma king the comment again, yet again, 
about how teacher's only come up for the money. .. And Ilooked at her ... and 1 sa id: "1 
am so tired of hearing that comment. .. 1 have been up North for six years ... if you think 
that ail of the crap that 1 have put up with and ail of the bad things that students have 
said and done ... that we are here for the money, you better think twice" ... and of course 1 
was very emotional ... 1 was very sad. And she felt so badly 'cause she hadn't looked at it 
263 
from that perspective. And from then on she started being more involved ... one of the 
things that's very important for Qallunaat teachers is to remember to have dialogue and 
to ask. If we say to our Inuit colleagues: "we need your opinion, we need your advice, we 
need to know how you want to do this, what do you think is the best way of doing this?" 
They can come up with a response and if you say to them: "we would like you to be 
responsible for that and we're going to be responsible for that." They will do i1. .. as 
Qallunaat. we accept too easilv the raIe of leader. (Megan, pedagogical counselor, 2002-
2003) 
Without creating the space necessary to reflect on their own privileges and to see how their 
privileges locked them into perpetuating self-Iegitimizing views, Qallunaat teachers could 
not interpret difference in any other way. Bailey (2000) explains: 
What holds racism in place, metaphorically speaking, is ... that whites have avoided the 
task of critically examining and giving their seats in front. .. Privilege-cognizant whites 
actively examine their "seats in front" and find ways to be disloyal to systems that assign 
the se seats. (p. 292-293). 
Many new teachers who traveled to the North tried to assume their positions as leaders, role 
models or as Bailey states, "in front". When they felt tensions within their roles in their new 
context, teachers realized that they had to reconsider how they positioned their identities as 
southerners. Teachers like Greg and Megan became aware of their need to give up their 
position as leaders and role models to create an opportunity for their Inuit colleagues to 
assume these positions. 
Another issue for teachers struggling to understand Inuit educational culture was that 
many Qallunaat teachers gave more importance to their values than the ones they perceived 
in their host community. Sâkéj argued that "the assigning of values in colonial context is 
always to the advantage of the colonialists and to the detriment of their Aboriginal victims" 
(2000a, p. 67). 1 agreed with Sâkéj that Qallunaat teachers, in many instances, assigned 
264 
values to their advantage rather than to the Inuit. However, 1 think that it is dangerous to 
label Aboriginals as victims because it risks perpetuating their positions on the margins and 
might provide an easy justification for Qallunaat teachers to criticize actions, attitudes and 
behaviours that they felt should not be accepted in any community. This fine line between 
teaching values and imposing them became the center of many cross-cultural tensions where 
both cultural groups had to clearly articulate their intentions and commit themselves to 
continuously reflect on them. The problem for Qallunaat and Inuit cross-cultural 
relationships was that both Inuit and Qallunaat cultural identities were not clearly defined in 
the North and teachers' intentions got lost in translations and negotiations. 
Qallunaat Teachers Struggling to Find Balance Within Their Multiple Positionings 
Just before PED Days in October, most teachers struggled to find balance in their roles. 
Many tried to find ways to explain their situations and adopt different attitudes to help them 
cope with the challenges in their teaching. Sorne were succeeding and sorne were not. Most 
were confused about school board and community expectations of them. Sorne teachers felt 
caught between two sets of expectations. On the one hand, they were under the impression 
that they should not push their students academically but focus on creating a welcoming 
environment for students. On the other hand, they felt the pressure to evaluate their students 
and follow the KSB programs. 
During a group conversation during PED Days, four new teachers discussed how they 
wrestled to find their positions within the educational contexts of education in Nunavik. In 
the next excerpt, they also discuss their perceived lack of guidance in understanding how best 
to situate themselves: 
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Ginette: The first year we get too caught up at the academic level ... we were hired for 
that and it takes up a big chunk of our life up here in the North. 
Carine: When [1] look at the reality of the North, the kids, 1 let go of this academic 
pressure. 1 tell myself that 1 will live with them ... there's a lot to do in terms of education. 
[1 will} take the time to get to know them, to find a channel of communication ... finding 
ways that they feel good in the c/assroom [and} want to come to school. That's my first 
objective. If ail goes weil, after Christmas if we can do [work} then we will ... if not we'II do 
other things ... these kids will always be in this community ... what will they really need? 
Hariette: But 1 hear the Inuit telling me that they want their chi/dren to learn French so 
that they can go to the South ... There is something that's not working. 1 am stuck in this 
di/emma. 1 need them to tell me specifically what their expectations are. 
Carine: If it's difficult for vou. imagine what ifs like for them? It will not make sense. 
that's the big contradiction of the North. 
Ginette: But they want students to perform and go to CEGEP and become leaders in 
their community and speak different languages. But to get there, [they have to work 
hardi· 
Hariette: During PED days we are told that we must integrate the New Reform into our 
program but just last week 1 was told by my principal that 1 had to for gel about the 
program ... Who is right? If 1 am suppose to baby-sit that is what 1 will do but 1 have to 
know because in my head there are two different discours es. 
Carine: We are responsible for the students we teach. Nobody will come into our c/ass. 
Hariette: But what about when parents complain that their children do not understand ... 
And then 1 hear back from the principal that 1 am too demanding when he has not even 
stepped foot in my class. It pisses me off. 
Maxime: 1 need security and solidarity too. 
(New teachers, 2002-2003) 
The lack of solidarity and security new teachers experienced was due to their inability to find 
balance in their positions as Qallunaat teachers. As Hariette expressed, they had to negotiate 
their roles within what seemed to be two contradictory discourses from the school and from 
the community. One of the challenges for many new teachers like Ginette, Carine, Hariette 
and Maxime was that it seemed that everyone had different expectations for them. 
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By the month of November, the days were colder and darker and most staff were feeling 
tired and wom out. As the Qallunaat teachers 1 dialogued with continued to navigate through 
the contexts of a northem community and school, they began to lose their "southem" sense of 
perspective and vision that guided them through their initial experiences. Teachers felt 
increasingly uncertain about their expectations and roles within the school and community 
and remained frustrated at not being able to feel recognized within their new teaching 
context. Nena explains the uncertainty in trying to move beyond her position as outsider in 
terms of feeling anxious, and frustrated as illustrated in this excerpt: 
At the beginning 1 had a profound feeling of anxiety because 1 know you're not suppose 
to take things personally in the North. But 1 do take things personally. And that anxietv 
comes from being accepted from my students and from the community and the group of 
people in this new place. It is like a performance anxiety. Am 1 going to teach enough? 
Am 1 going to prepare enough? Do 1 know enough? There is this added sense of 
insecuritv that 1 think is compounded by being in a different culture. 1 don't have the 
same confidence in myability to relate to students here that 1 do in the South. 1 don't 
have the same confidence in my ability to con vey ideas because of language barriers ... 
[1 feel] frustration which is sometimes tinged with despair. Is this ever going to change? If 
is really interesting having visited other communities and seeing the same patterns. In 
some ways that is reassuring because 1 know it is not me. But there is a sort of despair 
about the status of education, the status of these kids ... They are people and a culture in 
crisis. They have incredible strengths and possibi/ities but where is it going? Sometimes 
1 don't feel a lot of hope, 1 don't feel things are going to change. It is such a different 
mentality and sometimes 1 totally despair. (Nena) 
As the days passed, like Nena, many teachers' frustration with this uncertainty and lack of 
direction accumulated and they became more tired and started to lose hope. They eventually 
became overwhelmed by the incessant resistance from sorne of their students. Ingrid worried 
about staying too long in the North. Maintaining a positive attitude remained a constant 
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struggle for most teachers throughout the entire stay in the North. Nena, for ex ample , 
expresses her fear of losing the optimism with which she arrived: 
1 think we become more and more aware of some of the negative aspects of Iife here. 
But we have a choice just like the students have a choice to give over to that or to 
persevere, to keep our balance. And it is something 1 struggle with not to give in to the 
negativity and to lowering my expectations. (Nena, teacher, 2002-2003) 
Maintaining this balance was one of the most challenging aspects of teaching in an isolated 
Inuit community. 
Petersen and Bosch (2002) explain that, "people who feel isolated often find it hard to 
view their situation objectively and search for possible options. This inability to see 
alternatives often leads to feelings of being trapped, leading to extreme stress and 
loneliness." (http://www.extension.umn.edu/info-u/familiesIBE938.html). In the next 
excerpt, Tristan explains why he found the isolation particularly difficult to adjust to: 
1 can have a great day and everything is wonderful ... and another day when everything 
bothers me ... 1 traveled a lot so 1 did not think it would be so hard to come here. 1 don't 
understand why it is harder here than any other place l've been before ... The local 
communitv members are very different. It is difficult to get to know them. 1 am trying to 
integrate ... 1 play basketball ... but sometimes 1 feel rejected or not reallv accepted ... that 
is good for them because it is their way to become autonomous ... But that's not good for 
me ... 1 find it ha rd to meet Iike-minded people ... 1 find the isolation difficult. .. 1 am tryinq 
to build a support network but it is difficult here with the differences. (Tristan, new 
teacher, 2002-2003) 
For Tristan isolation came from not being able to break through the social distancing and 
finding a community of like-minded people. Valerie also explained isolation as a lack of 
community of like-minded people: 
There is a period of isolation that comes from not being able to blend with a group of 
people or crea te links. While we hope to crea te links, we wonder about who will still be 
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there next year, in twa years, in six manths? .. At a certain point we ail want ta give up 
and we find aurselves alane. ft is gaad because we can "empty aurselves" ... but at a 
certain point we need ta interact with people our age or who share similar interests ... 
These links are difficult ta crea te. (Valerie, teacher, 2002-2003) 
For Valerie, isolation was a part of moving beyond her position of outsider and entering a 
space of otherness. This shift created a space of emptiness, a blank page on which to draft her 
changing identity. 
At the end of November, new Qallunaat teachers had formed friendships with the more 
senior Qallunaat staff and relationships with Inuit community members were slowly 
emerging through their encounters at school. Sociallife outside of school where Qallunaat 
teachers might interact with Inuit were through organized activities su ch as hockey and 
sewing nights or through staff potlucks. Sorne relationships between Qallunaat teachers and 
Inuit community members formed out of teachers' desire to engage in community events or 
to learn about the Inuit culture. Teachers typically built friendships with Inuit community 
members by attending local events, sharing similar hobbies su ch as sewing or snow-mobiling 
or asking an Inuit colleague to teach them about Inuit culture and language. 
Sociallife for many Qallunaat teachers in November and December remained centered 
around dinner invitations or movie nights with other Qallunaat teachers. Others patiently 
awaited the snow to go snow-mobiling on the Tundra. Although teachers spoke about their 
desire to spend more time with Inuit community members, they seemed to become locked 
into routines where Inuit were mostly excluded. As Qallunaat teachers spent more time in the 
North, their need for familiarity with their southern lifestyles became greater and their 
perceived distance from community members was intensified. 
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Teachers' journals revealed that the lack of daylight started affecting their energy levels 
towards the end of November. At school, many situations with students had to be diffused. 
More experienced teachers equated the more frequent outbursts in class with "the romantic 
period" being over. Often teachers left the school at the end of the day feeling that their hard 
work did not prove to show the results they had hoped for. Teachers who continued to put aIl 
their efforts into their classes were not always finding the time and energy to invest in 
building relationships with members of the community. Most teachers' efforts were still 
spent building reiationships with their students and the Inuit community members who 
worked at the school. Without a clear perspective on their roIes, 1 began to see how Qallunaat 
teachers' perceptions of certain Inuit values influenced the social distance that existed 
between them and Inuit within the community. 
ln December, new teachers who had been in the North since mid August were counting 
the days until they could return South for a short break to spend sorne time with family and 
friends, to "take a break" from the Inuit community, and perhaps regain the vision the y have 
Iost. For exampIe, Eva expressed her need for security by taiking about how she needed to go 
home: 
1 don't remember what 1 was thinking when 1 first came up ... but right now l'm feeling 
bad about myself, l'm questioninq myself, 1 am boring ... my students' attitude is getting 
to me. 1 am tired ... With my students, we have nice times but on the academic level Ws 
very slow ... 1 am thinking that maybe 1 am not pushing them enough but when 1 try to 
push them it doesn't work. And 1 think 1 am not creative enough so 1 won't do this ail mv 
life. beinq a teacher ... 1 am mixed up. 1 want to go back home so bad ... 1 need security ... 1 
have lost ail perspective. Two weeks [in the South] will be good. 1 will come back and 
have new energy ... 1 am putting so much pressure on myself. (Eva, new teacher, 2002-
2003) 
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As teachers like Eva lost perspective, they wondered about their lack of suc cess in teaching 
and questioned their career choice, their capabilities and their motivation. They also began to 
worry about the kinds of teachers they were becoming. As much as Eva enjoyed her 
experiences in the North, she also cherished her holidays in the South where she would feel 
freer to be herself and would not have the constant pressure to prove herself. Eva needed to 
reconnect with her community to feel a sense of belonging and recognition in her identity. 
Not only did she question her place in the Inuit community but she also wondered about her 
career choice and her value as a person. As Eva expressed, "1 am boring, not creative". For 
Shelly, the frustration of not being able to reach out to her students was highlighted in her 
questioning whether she had the right approach: 
1 can't get close to my students ... 1 think about it day and night. They don't want to be 
in school... They live unpleasant situations in their tamil y lite. They are hungry ... 1 
know there are no magic solutions but 1 can't spend an en tire year with students like 
this ... Sometimes 1 think that 1 don't have the right approach because 1 have southern 
ideas. 1 was expecting that PED days would help but they are talking to us about 
southern ways ... l'd like to know how they think up North. .. 1 want to respond to their 
needs ... 1 teel that 1 am not doing my work ... and it is discouraging me. (Shelly, new 
teacher, 2002-2003) 
Shelly felt discouraged by her lack of direction. In the next photo and excerpt, she also 
expresses how she was feeling completely empty and desperately needed to go home: 
My reality in the North today. ft is pretty empty. .. It's treezing and 1 can'f wait to go 
home ... 1 teel exhausted ... 1 wonder it that is affecting my students ... maybe they are ted 
up ... we need a change ... 1 want to socialise. 1 miss my tamil y tremendously. .. The 
human contact... 1 don't know it l'm still me ... l'm in another world ... 1 need to think 
about the North but trom my home ... to see trom another perspective ... In the 
classroom things happen and 1 think that culture has nothing to do with if. .. their culture 
is being used as an excuse tor certain behaviours ... but what about my culture? We ail 
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Photo 41. Luggage 
need respect... that has 
nothing to do with culture ... 1 
understand that the students 
are [misbehaving] because 
they are not sleeping or 
eating enough. .. but there 
are limits ... sometimes 1 get 
lost because 1 have my 
phifosophy of teaching and 
theyare asking me to be 
different. (Shelly, new 
teacher, 2002-2003) 
Teachers like Shelly were looking for perspective and clarity in their new situation. They felt 
stuck in their present situation and did not know how to make sense of it. When teachers like 
Shelly were able to identify themselves by the kinds of persons they were not, they could set 
boundaries that allowed them to redefine the kinds of persons they were. However, when 
teachers failed to establish such boundaries, they became lost in a space of moral uncertainty 
and their visions became blurred. 
Throughout December, Qallunaat teachers entertained themselves by making plans with 
friends and family back home, buying gifts in the community su ch as nassaks [hats], poaloks 
[mittens], earrings and carvings to bring back with them, and preparing for Christmas 
celebrations at school. Sorne teachers, however, felt guilty for wanting to leave the 
community to spend Christmas in the South. Inuit students would have liked for their 
teachers to spend the break in the North and participate in community activities with them. 
The departure created another form of social distancing between Qallunaat teachers and Inuit 
community members who had to reestablish relationships with each other upon teachers' 
retufll. Cassandra, articulated the feeling of rejection that her Inuit students expressed: 
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Students are used to seeing teachers come and go ... after a certain time ... 1 understood 
how they felt because the same thing happened to me ... you build relationships [with 
new teachers] and [when they leave] you feel abandoned ... We are adults and we have 
the tools to rationalize ... that we will make other friends but [the students] don't have the 
tools to understand. 1 have a feeling that this is their way to react ... You are here, you 
are new, others have come and gone so 1 will test you ... and that creates big conflicts ... 
ifs almost like a war at first me against them ... after a few years once they know that 
you will stay ... you feel more accepted in the community ... but there will always be 
conflicts with the kids. (Cassandra, teacher, 2002-2003) 
Cassandra could empathize with her students because she had also felt hurt and abandoned 
by sorne ofher former colleagues' decision to leave the North. It was difficult to have to say 
good-bye to people who she became fond of year after year. Cassandra also knew that when 
colleagues retumed to the South, new teachers would replace them. The uncertainty and 
effort of having to build relationships with new colleagues was sometimes frustrating. 
Although she could rationalize her colleagues' choices, Cassandra felt that Inuit students had 
a difficult time getting used to new teachers almost every year. They demonstrated their 
feelings of uncertainty and frustration through resistance. Even though Inuit students might 
appreciate their new teachers, they were sometimes afraid to get attached to them too quickly 
for fear that they might leave. 
After two weeks in the South, teachers retumed from the break eager to see their students 
and ready to continue their work throughout the long, dark, cold winter months of January 
and February. Throughout these winter months, as teachers tried to form doser bonds with 
each other and with the community, they would also continue to feel isolated as they tried to 
find their place in the North. For example, in the next excerpt Megan explains her perception 
ofwhy sorne teachers came to the point were they could no longer deal with their situation: 
273 
1 understand teachers who can't deal ... because they shouldn't have to ... the kids up 
here shouldn't be going through ail this either. But then neither should have their 
parents, or their grand parents ... but they did and now we're left with the mess ... and 
we're trying to put it ail back together ... it took a 150 years for this mess to reach the 
[state it's in] ... and we haven't even hit rock bottom yel... ft may be the great great 
grandchildren of the children that you are teaching before you're going to see some 
healing ... And for me, 1 say for as long as 1 can do it, 1'1/ be up here ... 1 too was getting to 
the point where 1 was being saturated bv the problems. Thev were living in me ... 1 didn't 
want to hear about one more rape ... one more night of daddy's drunken brawlings and 
beatings and ... 1 didn't want to know about any more corruption ... more double 
standards. 1 needed that separation. But. .. 1 didn't want to give it ail up. So 1 was able to 
get this other position where 1 can work with the teachers and ... be able to sit there and 
say: "you're not crazy". (Megan, pedagogical counselor, 2002-2003) 
Megan understood new Qallunaat teachers' perceptions because she had been in their 
situation. However, one way to gain new better insights into the lives of Inuit community 
members was through building cross-cultural relationships to better understand Inuit 
educational culture. In the next section, 1 explore the tensions involved in trying to overcome 
difference and in building cross-cultural relationships. 
Building Cross-Cultural Relationships: Overcoming Differences 
Barriers in Cross-Cultural Relationships 
1 begin this section by juxtaposing two excerpts in which David, a Qallunaat teacher, and 
Susie, an Inuit teacher, responded to their perceptions of the barriers in building cross-
cultural relationships. In the first excerpt, David reflects on why he found it challenging to 
integrate into his host community. In the second excerpt, Susie explains why she sometimes 
found it difficult to reach out to most Qallunaat teachers who spoke only a few words in 
Inuttitut: 
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There is a malaise that we are constantly attempting to explain knowing very weil that 
we will not find any solutions. 1 don't find the Inuit very welcoming towards us. Thev don't 
seem to be willing to accept us. They only accept what suits their needs. (David's 
journal,2002-23003) 
Mv French or English is too weak so 1 don't talk to them much ... when 1 want to do 
something with the teachers, activities or visit or 1 don't go because 1 am shv and if 1 say 
something wrong ... it is going to complicate things .... Some of the Inuit don't like to be 
with the Qallunaat because they ... don't know how to talk in English or ... they are just 
like me afraid that they would say something wrong. (Susie, Inuit teacher, 2002-2003) 
David and Susie's comments illustrate how miscommunicated intentions played an important 
role in overcoming perceived differences between Qallunaat teachers and Inuit community 
members. David's frustration with not feeling we1comed and Susie's fear ofbeing 
misinterpreted were examples of how colonialism and social dislocation have created an 
environment in Nunavik that hindered constructive cross-cultural communication among 
Inuit and Qallunaat and provoked resistance from both southern and northern communities in 
trusting each other. In other words, the resistance for sorne Inuit community members to 
reach out to new Qallunaat teachers came from their fear of being with The Qallunaat. This 
resistance was insulting for many Qallunaat teachers who did not understand why people 
would fear them. For most teachers, it was their first experience living in a community that 
was colonized. Therefore, it came as no surprise that relationships between Qallunaat 
teachers and Inuit community members were difficult to build. As long as cross-cultural 
tensions and miscommunication exist in the North, social distancing would continue to act as 
a "safe place" for teachers. 
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ln the next two excerpts, Denis and Alice further elaborate on their perceptions of 
barriers to social distancing: 
Language is an obvious [barrier] but 1 think that the most important barrier is culture ... 1 
feel that the Inuit are not necessarily comfortable with welcoming strangers. They will not 
necessarily make the first step ... It is up to us to make the first steps but in our culture it 
is not like that. Out of respect, not to impose, to be nice we do not initia te the first step. 
So nobody makes the first step. That is the biggest problem. (Denis, principal, 2002-
2003) 
Lack of social skills ... maybe shyness. 1 think that is the barrier ... If there is a forum for 
people to meet 1 think that can help ... For example, a monthly get together with staff ... 
and informing everyone in the same way. 1 know ... teachers have told me they had 
potlucks but they were told ten minutes before the potluck ... In some schools they say 
why is it only the Qallunaat teachers who have these things and the Inuit are not invited? 
Depends on who likes organizing social events. (Alice, pedagogical counselor, 2002-
2003) 
Denis and Alice believe that members of the Inuit and Qallunaat communities were unable to 
perceive each other' s worldviews because they were speaking different languages and 
communicating across conflicting cultural spaces. Social constructivist theorist Voloshinov 
(1973) argues, "to understand another person's utterance means to orient oneself with respect 
to it, to find the proper place for it in the corresponding context ... Any true understanding is 
dialogic in nature"(p.102). In order to build dialogue with others, teachers and Inuit 
community members had to reorient their visions and look toward new possibilities. 
However, reorienting their visions also implies that teachers and Inuit community members 
had to shift their thinking into a new space. Like Susie, many Qallunaat teachers and Inuit 
community members were afraid of complicating things by engaging in dialogue with each 
other. 
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Earlier, 1 explained how it was very intimidating and confusing for Qallunaat teachers to 
leave their safe space and project themselves into an unknown inner terrain. Intimidation and 
confusion helped to explain why Qallunaat teachers formed their own insular groups 
composed mostly of other southemers to discuss their views. Bailey (2000) states that, "most 
whites are at ease in white worlds where we are fluent speakers, where we know and can 
safely animate whitely scripts, where people of color are out of our li ne of vision, and where 
our racial identity is not at risk" (p. 296). 1 found that many Qallunaat teachers felt the need 
to protect their views wh en everything around them seemed to be distorted. Social distancing 
happened when teachers' failed efforts to penetrate their Inuit ho st community lead them to 
isolate themselves from Inuit community members. Bakhtin (1981) argues that, "the human 
being begins to shift to a space that is closed and private, the space of private rooms where 
something approaching intimacy is possible, where it loses its monumental formedness and 
exclusively public territory" (p. 144). When Qallunaat teachers shied away from public 
interactions with the Inuit community and formed their own insular groups or private space, 
they engaged in social distancing as a way to voice sorne of their most intimate thoughts in a 
safe space. This forum for expressing personal views became a place in which they felt their 
identity was protected and their view recognized. 
Knowing that knowledge "is socially derived through social comparison" (Hogg & 
Abrams, 1990, p. 22), through this study, 1 came to understand how Qallunaat teachers 
positioned themselves according to their perceptions of what the community in which they 
wanted to belong wanted from them and for them. Teachers who were not able to reconcile 
the kinds of persons they wanted to be with the kinds of persons the y were expected to be in 
the Inuit cornmunity questioned their identities. Wh en confronted with inconsistencies in 
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aspects of their identities, teachers became confused and began to perceive obstructions to 
their possibilities for selfhood. By listening to teachers, 1 started having a clearer 
understanding of how and why Qallunaat teachers positioned their four categories of self 
(i.e.; the kind of pers on 1 am, the kind of person 1 am not, the kind of pers on 1 want to be and 
the kind of pers on 1 am expected to be) within this type of oppositional space (i.e.; northerner 
and southerner, self and other, insider and outsider, central and marginal). 1 also recognized 
why they favorably compared their southern values to the values they perceived to represent 
Inuit community members. 1 began to see how and where teachers' prejudices emerged and 
traced how social distancing occurred. For example, Alice pointed out earlier that sorne 
Qallunaat teachers mentioned that they wanted to participate in community events but often 
it was announced on the FM radio station in Inuttitut or teachers were told only a few 
minutes before the event was to take place. Sorne Inuit staff members also sometimes 
wondered why Qallunaat teachers seemed to be getting together for their own "private 
parties" where Inuit were sel dom invited. 
Another tension for establishing cross-cultural relationships was that many new teachers' 
were very eager to integrate into their ho st community to be able to experience their 
surrounding landscapes. For example, Denis reveals his perception of new teachers wanting 
to build cross-cultural relationships in the next excerpt: 
1 often find that these teachers are too much in a hurry ... you can't experience 
everything in a year ... You don't need to go out on the tundra every weekend. (Denis, 
principal, 2002-2003) 
Denis indicated that many teachers wanted to experience everything in a year. In other 
words, teachers often traveled to the North hoping that relationships with community 
members would come easy if they showed an interest for their culture. Many teachers were 
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trying to meet community members who would take them out on the land or show them 
different aspects of traditional Inuit culture. However, Inuit community members who were 
accustomed to seeing new teachers come and go, were sometimes hesitant to establish 
relationships with new teachers who would benefit from them and most probably leave their 
community shortly after their arrivaI. Since new teachers were not aware of how Inuit 
community members would respond to them and had been encouraged during orientation to 
try to integrate to their host communities. They did not know where to position themselves 
with respect to building relationships with community members. Many new teachers like 
Cecile and Tara mentioned the need for social support: 
1 think that we need an associa te teacher or someone who could help if ever we had a 
problem with a parent, we would not know if it is normal [or] if it is [us] ... 1 would need 
someone to confide in and be reassured. (Cecile, new teacher, 2002-2003) 
1 think that the initial concern is the personal support ... social support. We were quite a 
few new teachers that year and we really bonded and we weren't always together but 
pretty much every weekend one day we would get together and just to vent. .. just to get 
everything out ... If 1 hadn't had the social support, 1 think it would have been a really 
tough year. (Tara, teacher, 2002-2003) 
Mentoring was indeed mentionned by many participants as a way to break through social 
distancing. The challenge in finding mentors for new teachers was that often teachers were 
forced to get along with other southemers who shared very few similar values. In many cases 
teachers had to work with principals who they felt were not appropriate leaders in their 
school. For example, Doris expresses her frustration with having to work with a southem 
principal, whom she believed was not fit for the North: 
The first year was pretty easy ... The second year, we had a different principal ... his 
philosophy of discipline was rather harsh. .. [He] sort of kept on the outside ... He went 
there with the idea of "this is how things are run in the South, this is the system, this is 
279 
the way it shauld be run" ... he was implementing his thinking ... and impasing it an their 
lifestyle ... it didn't last, didn't wark - and will never wark ... When it was time ta decide 
what teachers were caming [back] up ... 1 knew that 1 was leaving because 1 cauldn't 
wark with him. 1 just felt he had ways af thinking that were sa an ti-progressive ... 1 said: 
"welllisten, l'm gaing ta ga da a year af schaaling ... 1 will came back, l'm anly gaing ta 
be gane far a year" ... sa 1 thaught! (Daris, farmer teacher, 2002-2003) 
Doris chose to leave the North because it was the only way she could see out of this difficult 
situation. Many teachers like Doris contemplated the idea of leaving the North with the hopes 
of one day returning. Since many teachers feH isolated from Inuit community members, if 
conflicts arose in their relationships within the Qallunaat teacher community, they felt 
completely alone. A personality conflict with another southerner working in the school 
seriously affected Doris' decision to leave. 
By March, patterns of relationships had emerged between Qallunaat teachers. Still, the 
insecurity associated with every relationship in the North made teachers feel quite vulnerable 
and very sensitive to criticism. Qallunaat teachers became very familiar with one another and 
difference was less tolerated in a large group context. Teachers formed affinities towards 
certain colleagues and came together in more intimate contexts. The differences in views and 
attitudes perceived even within the Qallunaat group continued to intensif y as the pressure to 
"get along" sometimes meant that people would be exc1uded from certain activities. Teachers 
attempted to keep their friendships in balance and in harmony because they needed 
companionship. The extended daylight and weather greatly affected teachers desire to go out 
on the land and to find escape from their daily routines. 
Relationships between new Qallunaat teachers and Inuit community members in the 
spring began to slowly emerge as invitations to spend time together, outside of school hours, 
became more frequent. Friendships with Inuit community members were also welcomed as a 
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Teachers like Greg felt misunderstood and misrepresented in the community. They were 
frustrated by the perceived lack of support from administration or conflicts with 
administrative leadership styles. 
The tensions inherent within the double socialization of community and school were 
further complicated by teachers feeling caught between pushing their academic program 
forwards while adapting to the pace of the northem educational school year. For example, 
teachers felt they had to adapt to multi-Ievel second language classrooms, organize the 
Christmas concert, accommodate hockey toumaments in the spring and, prepare the 
graduation ceremonies. Teachers became confused about the goals of northem education. 
They wondered about the extent to which it was important to push their students towards 
academic learning which would help them successfully complete secondary five rather than 
use events in the community as an opportunity for learning or socializing in school. These 
two tensions of schooling - leaming and socializing - caused teachers to become more 
conscious of the need to adjust their expectations to meet the needs of their Inuit students. 
Speaking with teachers who have spent many years in the north as weIl as former 
teachers, 1 realized that teachers who left the North after a short time often did not do so 
simply because they wanted to leave but because they actually needed a break from the 
challenging situation. On the other hand, teachers who were in the North for many years 
were much clearer about their need to move on. In the next excerpt, Dan who had spent five 
years in the North expresses sorne ofhis reasons for leaving. Unlike Sara and Greg, Dan's 
decision was not sparked by one particular episode or strongly influenced by one particular 
pers on in the community. For Dan, leaving the North was more about a personal realization 
that it was time to move on: 
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distraction from the regular group of Qallunaat teachers. Since the spring was the ideal time 
to go out on the land and build the desired friendships, many Qallunaat teachers welcomed 
the opportunity to follow an Inuk. Teachers who were invited to "go out on the land" were 
able to experience a very different aspect of Inuit culture that helped them to understand the 
Inuit people and their way of life. On the land, social distancing seems to have been less 
apparent than in the community. Most Qallunaat teachers were humbled by the strength, the 
knowledge, the experiences, the confidence and the care that the Inuit community members 
shared with them. Spending time with Inuit community members on the land also helped 
teachers to understand the discrepancies between modern community living and a more 
tradition al Inuit way of life. Experiences shared with Inuit community members on the land 
further confused teachers about the contradictions they perceived in their daily teaching. 
ln and out of school, the spring was a time of year filled with mixed feelings. The days 
quickly became longer as night was replaced by twilight. Teachers' journals revealed that the 
abundance of daylight and longer days affected their energy levels. While the extra daylight 
was gladly welcomed, teachers complained of their lack of sleep due to bright evenings. No 
matter how many layers of cardboard or black garbage bags teachers taped to their windows, 
light still filtered through the cracks to wake them early in the morning. Teachers felt tired 
unmotivated, and consequently, unfulfilled. When teachers' efforts were not rewarded, they 
lost sense of direction and confidence in their abilities. They felt that their abilities could be 
better applied in another context, one where the y understood the positive consequences of 
their tremendous effort. Spring was also a time when routines at school were interrupted by 
hockey tournaments, fishing trips, Bible Study conferences and children taking advantage of 
the long days by playing outside much later into the evening. In the next photo and excerpt, 
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Cassandra characterizes the state of mind of most Qallunaat and Inuit community members 
during Spring as "floating": 
Photo 42. Malarsut 
Kristina's malarsut that she caught. .. 
[malarsut means] big, huge monster. It's 
what everybody's dreaming of ... they 
wanna get that big fish. .. People are not 
here real/y. Thevare floatinq in school. 
(Cassandra, teacher, 2002-2003) 
As Cassandra mentioned, in spring after 
having been c10sed into the community 
for months everybody was dreaming 
about being outside on the land. 
However, su ch interruptions in the 
routine meant that both students and 
teachers felt less socially invested in and 
less patient towards school. As children and teachers became more tired, tardiness and 
absenteeism increased. In trying to wrap up educational units and engage students in revision 
before the year-end exams, teachers spent considerable time focusing on their school work. 
As is typical of life in the North, this year particularly, added stress came from school 
renovations; teachers were asked to pack up their c1assrooms before they departed. 
Uncertainty persisted regarding when school would reconvene in the new academic year. 
Many teachers were still struggling with multi-Ievel teaching, special education and second 
language teaching. 
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Whereas in September and December, there was a sense of resistance towards the 
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perceived differences between Inuit and Qallunaat teachers, by the end of the school year, a 
certain resilience had set in. Teachers who decided to stay cared about their students and 
wanted to persist in their teaching. They did not want to move again. Those who decided to 
leave accepted "injustices" as part of their time in the North that had now bec orne limited. 
They counted the days until they went home and were stuck in a state of being haif in the 
North and haif in the South. Yet, their insecurity about settling into a new place and leaving 
the North drained much of their energy. While sorne just wanted to pack up and go, others 
wanted to take advantage of everything before they left. 
The challenges for teachers associated with situating themselves in a northem community 
and a northem school continue to manifest themselves throughout March, April and Mayas 
teachers approached their choice between continuing their teaching assignment in the North 
or retuming to South. In spring, the teachers' began their yearly synthesis. By the end of 
March, teachers wondered more consistently about their decision to stay or leave their 
northem teaching community. This not only affected the climate of uncertainty that pervaded 
the school community but also affected relationships among Qallunaat teachers. It mostly 
affected the students who wondered why their teachers were really leaving. For many 
teachers who decided to leave the North, optimism had been replaced by a certain kind of 
defeatism. 
Most teachers had formed certain opinions about the North and about the outcomes of 
their year spent in their host community. They had regained a sense of perspective that they 
had lost during their initial months in the North, yet their visions about possibilities for their 
future in northem education remained unclear. For example, Sara, a former teacher, 
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explained her reasons for leaving the North. In the next excerpt, Sara recounts one story 
which eventually confirmed her decision to leave. Within this story, she also conveys that 
there were many other underlying reasons for her departure: 
1 can tell you one story which unfortunately has kind of coloured the whole way 1 think 
about the North and the people in the North. There was a girl in my class, she was 
sunny, bright, happy-go-Iucky and charming .. , The third year 1 was there she was close 
to hitting puberty and she changed ... She was like a ferocious animal from nine to three 
at school. She was violent, swearing in class, screaming telling me to fuck off, [cursing] 
at the kids under her breath ... Other kids were scared of her. And l'm not exaggerating it 
was overnight. .. So we knew something was going on and it took me three weeks for 
someone to finally tell me what the story was ... She was being repeatedly raped by a 
teenager in the community. .. big-time on drugs, big-time drinking... And other students 
in class knew what was going on and were taunting her about it in school in Inuttitut. .. 
Finally after one episode in school one of the Inuit teachers told me this had been going 
on for about three weeks, "1 don't know if you noticed a change in her since then". The 
whole community knew and was talking about it and 1 was dealing with this ... No one 
thought 1 should know. What really made me upset was that there was still this secrecy 
about [the rape] and this protection of this guy. .. Honestly, that made me realize that 
things that appalled me when 1 first got there were becoming normal to me. And 1 didn't 
like what that was sayinq about me as a person. [Ultimately, that is why Ileft.] There 
were lots of other reasons why 1 leff... 1 really missed my family and friends. 1 wanted to 
do a Master's degree ... 1 had stayed two years longer than 1 had originally planned. 1 felt 
done. 1 had plenty of energy left to teach. .. 1 didn't have any emotional energy left to deal 
with ail the things that are involved in your teaching [in the North). And this one episode 
with that kid really put me over the top ... When 1 would tell people in the South on the 
phone l'd be like: "yeah and he raped her ... " and talking about it nonchalantly. And my 
friends and family would be like: "[You should] cali the police" ... 1 was already saying, 
"there's no point, there's nothinq 1 can do". Whereas here [in the South] l'd never say 
there's nothing 1 can do ... That was my main reason for leavinq when 1 did ... 1 think 
[violence and abuse is] wrong no matter what. 1 feel somehow responsible. 1 feel my 
culture is responsible for a lot of that and that bothers me. l've lost sleep about that over 
the last five or six years. What right do any of us have? (Sara, former teacher, 2002-
2003) 
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Many teachers like Sara left the North because they were unable to reorient their goals and 
visions to the particular contexts of Inuit education. Sorne teachers felt helpless because so 
many of their students were disturbed and despite aIl their efforts, they could not help them. 
Therefore, they chose to move on, to do something else where they would feel that they 
could make a difference. 
Teachers felt powerless in the face of a difficult situation. They were disappointed in 
their abilities to effect change and felt compromised by the social injustices they perceived. 
Unfortunately, the high turnover rate of Qallunaat teachers exacerbated existing tensions 
between Inuit and Qallunaat. 1 explained earlier that Qallunaat teachers often excused their 
perceived lack of success in the classroom on social problems existing outside the classroom. 
Teachers attempted to dissociate themselves from the community and its inherent social 
problems. Distancing themselves from su ch perceived social problems became a necessity in 
order to endure the challenges of trying to teach students who seemed de-motivated and 
resistant. 
Many new teachers did not have the skills or preparation to deal with exceptional 
challenges such as family violence, substance abuse, high school drop out and suicide which 
were realities that they had only heard about. A teacher's dedication did not necessarily 
translate into success. In the next excerpt, Alice offers her explanation of why teachers leave 
the North: 
Loneliness, lack of support ... to a certain extent attitudes. There is not one thing that is 
the real cause ... but if you have a class that you can't control and you never find the way 
to control it. .. you give up because every day becomes a burden ... 1 think if your social 
environment is not great that leads to loneliness and you will want to get back to friends 
and fami/y. 1 really don't know what ail the reasons are ... perhaps how you are 
welcomed within the village or how you get to know the village ... If there are lots of 
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social activities within the "Qallunaat teacher ghetto" and you feel part of it, you will stay. 
If you get to know the community and get along with people and take part in camping 
and fishing activities, vou might stay longer ... 1 think if school is your sole life, after a 
while you will look for a new job .. 1 think some stay because [there is] no better option ... 1 
think people willleave after a few years because it is a closed environment and they feel 
it is time to move on. However, new teachers that leave generally do so because they 
don't get the support that they want or they have difficultyadapting to the new 
environment - or they miss their partners or families. (Alice, pedagogical counselor, 
2002-2003) 
Alice mentions that the Qallunaat teacher community could motivate teachers' to stay longer. 
However, in the long ron, if teachers were going to fee! that they belonged in the North and 
were able to guide their students to academic success, they would have to build relationships 
with Inuit community members. Another challenge for new teachers in building cross-
cultural relationships with Inuit community members was that they risked getting caught up 
in local politics. For example, Greg explains how he was driven out of the community 
despite his desire to stay: 
With the chi/dren everything was great. In general with the more educated adults 1 found 
it very challenging ... 1 was teaching the daughter of [somebody important in the 
community] ... At a certain point there were cultural conflicts. My students told her father 
some stories and there was a communication problem with language because 1 could 
not express myself in my mother tongue [French]. Somebody was translating incorrectly 
what 1 was trying to say ... That is what 1 found difficult ... not being able to speak to them 
in my mother tongue ... and be able to tell them « hey llike it here » without someone 
translating incorrect/y. 1 did not decide to leave. They are the ones who decided ... My 
principal controlled everything and would say just about anything ... not in your face but 
he decided everything on his own. The people in the community trusted him. 1 would 
have stayed but at the same time 1 didn't think that he was being fair. There were lots of 
lies and back stabbing ... this would not have happened here [in the South]. (Greg, 
former teacher, 2002-2003) 
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1 see [my experience in the Narth] in terms af me fitUng in samewhere. It's taugh ta fit 
inta the city af Taronta sametimes where llived far many years ... Yau're ane in millians 
af peaple. And here was a place where 1 cauld caach, have radia shaws, snaw, Ilaved 
snaw. 1 had freedam ta ga aut an the land. 1 had best friends, sex and ail sarts af stuff 1 
did nat have in Taranta. 1 had exatic experiences which 1 never had befare. 1 was eating 
raw meat and fish that sameane had just caught. .. 1 had traveled by skidaa ta a 
campsite ... 1 had seen narthern lights ... 1 jammed with Inuit ... 1 square-danced. 1 helped 
kids graduate wha wauld nat have atherwise had a chance ta graduate in their awn tawn 
and 1 made that possible. So far me it was like a very strong ego builder ... 1 needed to 
feellike 1 had a place in the warld and ... that was my place in the world and ... it was 
very difficult to leave it behind ... [Ileft] because 1 realized that. .. 1 just felt like this is a 
security blanket. 1 didn't feellike this is some place that 1 could spend the next ten years 
at my lite because 1 wanted to have a tami/y, 1 wanted ta be able ta do ail the things you 
just can't da up Narth. 1 wanted ta be able ta travel ... 1 wanted ta see mare mavies. 1 
wanted to eat mare Chinese food ... 1 didn't want ta continue with this pattern af lite sart 
af shutting down for several months of the year... T 0 a certain extent is was like a very 
taugh, hard-warking vacatian but 1 just telt like yau can't be an vacatian ail the time ... 
(Dan, former teacher, 2002-2003) 
The North provided a space for teachers like Dan where there was freedom and possibility to 
grow in many aspects of their lives. It was a learning ground to experiment with new ideas 
and learn about themselves. The idea of "shutting down" expressed by Dan also demonstrates 
how many teachers felt that they had put certain aspects of their southern identities on hold 
while they lived in the North. Most teachers eventually outgrew the need for the exotic and 
foreign experiences. They longed for more stable relationships in a community where the y 
felt they "belonged". Like Dan, at a certain point many teachers began to feellimited by their 
northern experience and felt the need for a more permanent home base. Dan's decision to 
leave was due to a realization about long-term goals and aspirations. Dan felt good about his 
decision. However, too often teachers left the North feeling defeated and deceived by their 
perceived lack of accomplishments. In chapter three, 1 presented an excerpt from Nena's 
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journal in which she reflected on her decision to leave the North. Nena ended her journal 
entry with these words: 
If 1 have learned anything in my time up North it is that compromise and humility and 
hard work are idealisms' sisters in teaching. 1 am grateful to have learned this but 1 wony 
that 1 have listened more to the whisperings of compromise and that the prospect of hard 
work has overwhelmed my idealism and left me with mediocritv. Hmm. (Nena's Journal, 
May 1-8, 2003) 
Whether teachers felt mediocre, mistrusted, misunderstood or misrepresented in the 
community, or simply felt limited by having to "shut down for several months of the year", 
their high turnover is only a symptom of a more profound malaise. Although teachers like 
Nena, Dan, Sara, David and others traveled to the North with the genuine intention of helping 
and adapting to the Inuit culture, the y seldom succeeded as the North always remained 
somewhat out of their reach. 
Breaking Down Barriers 
Fortunately, the longer Qallunaat teachers stayed in the North, the more the y tended 
to acknowledge the significance and value of building relationships with Inuit 
community members. Relationships with community members also provided many 
teachers with an outlet from often intense and complex relationships with their Qallunaat 
peers that sometimes could be another cause for much distress. 
One way teachers initiated or broke down barriers between "self' and "other" was 
through dialogue. As teachers initiated dialogue with Inuit community members, parts of 
themselves were reflected back to them and common values could be discovered. For 
instance, through friendships formed with community members, these three Qallunaat 
teachers shared important insights about how teachers might break through social distancing 
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and break out of their outsider status to move doser to the inside. In the next excerpt, 
Andrew who had spent many years in the North explains how committed one must be to look 
beyond the Qallunaat teacher community and become an insider within the Inuit community: 
ft might be harder at first [ta rely on yaur Inuit calleagues for information rather than 
senior Oallunaat staff] but vou might get a more accurate representatian ... Sametimes 
it's nat the easy ways of daing things that are the best. " The best means and solutions 
are long term and require teachers ta invest extra time beyand what they are daing and 
commit themselves. (Andrew, teacher, 2002-2003) 
For Andrew the value in looking to Inuit community members for direction meant that 
teachers might get a more careful reflection of the realities of the north and better guidance as 
to how to position themselves within the nested contexts of Inuit education. 
George, like Andrew, stated how ties with Inuit community members were essential even 
though they take time and patience. In the next excerpt, George discusses how new teachers 
had it particularly difficult because they had not yet formed ties with their host community: 
1 think it is essential ta have ties autside of the Oallunaat staff inta the cammunity sa that 
yau knaw where the students are caming from, especially with same of the problems 
that they are facing ... 1 think that the more yau spend here yau see that there are 
cammanalities in the way that students behave fram year ta year, family ta family... The 
new teachers have it particularly difficult because the kids are gaing ta test and test. .. 
and it is gaing ta seem like it is never gaing ta end. (George, teacher, 2002-2003) 
George explained how teachers eventually learned to find commonalities in the North. He 
also warned that to build trusting relationships with community members teachers had to be 
cautious and choose their friends carefully: 
ft is important ta build friendships but it shauld nat come at the expense of yaur awn 
values and beliefs ... 1 was cautiaus ... but still even ta this day 1 knaw there are people 
who will never accept me in this cammunity because of the reverse racism but it is there 
and it is a fact of life ... they are mad at white people in general ... The anes that are my 
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friends will always be my friends. 1 have built that trust with a couple of people in 
particular. (George, teacher, 2002-2003) 
According to George, teachers who tended to be the most successful with relationships in 
their ho st community were those who were willing to be patient and who chose their 
friendships carefully. While most teachers like George were at times frustrated by the 
challenges involved in building relationships with Inuit community member and discouraged 
by the fact that building relationships took time, they knew that such relationships would 
bring them a better understanding of the community. Building relationships with Inuit 
community members also helped teachers develop more empathetic and compassionate 
approaches towards their students. Establishing trusting relationships was also key to 
breaking down barriers to social distancing. 
The need expressed by George to be careful when choosing Inuit friends raises the issue 
of racism for both Qallunaat and Inuit communities. While Qallunaat teachers tried their best 
not to judge, they exhibited many prejudiced views. Conversely, Qallunaat teachers felt that 
sorne Inuit community members also demonstrated racist attitudes towards them. 
Unfortunately in many cases, teachers' attitudes which were directed towards students' 
parents seriously hindered building cross-cultural relationships and consequently Inuit 
students' success in school. For ex ample , in the next excerpt, Denis mentions that teachers 
who felt superior to Inuit community members would have a difficult time integrating in the 
community: 
Often there are whites who think thev are superior... That's a problem but it comes back 
to them ... Everyone crea tes their place in the community as they want. .. with what they 
want to experience ... People who think that they are sa smart ... must learn at their 
expense. (Denis, principal, 2002-2003) 
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Many teachers were not conscious of their prejudices. Teachers who felt superior had to learn 
at their own expense but also at their Inuit students' expense. Racism was a dangerous 
attitude manifested by both Qallunaat and Inuit communities that harmed Inuit children most 
of all. 
In the North, there were no formaI structures in place that allowed Inuit and Qallunaat to 
build community. When teachers' self-image was threatened, they protected their integrity by 
reverting to what Saïd (1978) referred to as "position al superiority". In other words, teachers 
situated themselves in the central culture and envisioned Inuit views as peripheral. Since 
teachers' interactions with Inuit community members were limited, their southem values 
remained most important to how teachers acted. This relation and tension between center and 
periphery remained fundamental to teachers' identities (Shields, 1991). Qallunaat teachers 
who had been placed in a marginal position, tried to relocate their position back to the center 
where they felt more familiar with their identities and less threatened by others' identities. 
Teachers began to feel the need to confirm their differences with Inuit community members 
and their deception with the realization that the North was not like the powerful romantic 
images the y had envisioned. Teachers' experiences in the North confirmed sorne of the more 
negative stereotypes about the Inuit they had grown up with. 
Although many teachers had a genuine desire to break through the common stereotypes 
associated with the North, the situation they faced placed them in a moral dilemma. As 
teachers' identities began to feel threatened through their professional and ultimately their 
personal positions in the Inuit and Qallunaat communities, they held on to or reverted back to 
negative representations of The Inuit in order to hide their emotional need to reflect a positive 
social identity and to protect their integrity. For many Qallunaat teachers, the deception of 
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the North was associated with such a stark contrast between beauty and sadness or what 
Hamelin (1984) referred to as "a paradise that has, for now, lost its charm" (p. 167). 
Teachers' positions as outsiders explained in part their prejudices and their social distance 
with the Inuit community. At the same time, teachers could not justify their racist attitudes 
and beliefs. The challenge for teachers in negotiating and relocating their identities was not 
limited to exploring their perceptions of cultural differences but in deconstructing the ways in 
which they assigned value to certain cultural meanings. How teachers perceived the cultural 
differences between Inuit and Qallunaat communities and what values they attributed to such 
differences were fundamental to the process of negotiating and relocating their identities and 
it was essential in exploring and understanding how social distancing occurs. 
The perceived superiority of the civilized or cultured southem Canadian views l~any 
teachers to interpret their perceived cultural distance in terms of psychological difference. 
Sorne teachers even questioned Inuit intellectual and psychological capabilities. The North 
became a "state of mind" characterized by its wilderness and uncivilisedness (Shields, 1991, 
p. 163). When compared with the realities that teachers were to most likely experience in 
their southem society, sorne teachers perceived Inuit values as less civilised and less 
cultured. The construction of identity based on this dichotomy of the kind of person 1 am 
such as civilized and cultured, and the kind of person 1 am not such as uncivilized and 
uncultured, reinforces what Shields refers to as the "space-myths". A space-myth is when 
"the influence of myths [stereotypes] on specific social-cultural spaces serve to heighten the 
gap between perceptions and reality" (Shields, p. 171-173). The problem with space-myths is 
that they reinforce social distancing. In other words, the gap between Qallunaat teachers' 
preconceptions and their perceptions of the realities they experienced in the North prevented 
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them from breaking down barriers between their perceived civilized identities and the 
uncivilized Inuit identities. For example, many teachers who had resented the prejudiced 
views expressed by their family and friends in the South, traveled to the North to look 
beyond the stereotypes they had been brought up to believe. But despite their efforts they 
were not be able to break through the social distancing they experienced because they could 
not move beyond the dichotomy of self and other. 
The North is one of those places, according to Shields (1991), that has mostly been 
understood in relation to other southern places. In contrasting the tundra to the "urban 
jungle" or the "commodified consumer landscape of Toronto' s suburban strip 
developments", teachers have oriented their northern and southern Canadian images in a 
"mutually supporting dialogical exchange" that did not allow for new spaces to be created (p. 
199). They had to be cautious, however, in representing a view of the world as such because 
it seemingly justified their so-called superiority and left them to navigate on very fragile and 
unstable grounds. 1 found that Qallunaat teachers' perceived superiority was a form of racism 
that they needed to chart through self-reflection. Like the cracks on the sea ice, teachers' so-
called superior views might serve as an opening onto the uncharted terri tories of their 
identities but they also opened into a sea of contradictions. Teachers were therefore cautious 
about breaking the ice. 
While friendships did not come easy in the North, they provided a terrain on which to 
seek possibilities and find compatible visions. In chapter 4, 1 explained that for aboriginal 
people, sharing a vision implied sharing the means of how that vision will be manifested. It is 
in this sense that dialogue became the means whereby a vision could be shared and 
reoriented according to Qa1lunaat teachers' and Inuit community members' common needs. 
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However, dialogue was dependent on Qallunaat teachers and Inuit community members' 
being able to break the ice in their relationships with one another. Many teachers 1 spoke 
with struggled with the isolation associated with their position as outsiders in Nunavik. While 
others took great comfort in learning to build kinship with Inuit community members and in 
100 king beyond the differences they perceived. 
Focusing on the Small Successes: Looking Beyond Differences 
Qallunaat teachers who were able to look beyond differences and break through social 
distancing were the ones who confronted the colonizing structures embodied within 
themse1ves and were able to move beyond their southern perceptions. These teachers created 
new visions by focusing on the small successes shared with Inuit students, colleagues and 
community members. When teachers broadened their perspectives and stopped blaming 
themselves or their host community, they could begin to accept their newfound perspectives 
and shed light on possible solutions for change. For example, in the next excerpt Jeremy 
explains how his process of change allowed him to look beyond the differences he perceived: 
1 think a lot of teachers question themselves so much ... [maybe] blame themselves ... if 
they don't have the wider perspective, ifs very frustrating for them ... It was very 
frustrating for me ... [1 hadj an opportunity to talk with different teachers from other 
communities and to realize that the situation exists throughout the whole North ... 1 
realized that we spend so much time ... on the negative things that occur in the school 
that we reallv have to make ... a very conscious. dailv effort to concentra te on the 
positive things that happen. (Jeremy, principal, 2002-2003) 
By making a conscious effort to reflect on his attitudes, Jeremy noticed and appreciated the 
positive changes in his teaching and his students learning. He felt empowered by his 
contribution to this change. 
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Many Qallunaat teachers expressed the need to shi ft their southern perceptions to 
accommodate their new reality. In fact, during one of the initial weekly group conversations, 
lied with teachers in the Collaborative Action Research Project, one teacher suggested that 
we end each weekly conversation with teachers each relating a "happy story". For example, 
Eva brought a photo of the fridge in her northern apartment to illustrate an aspect of her life 
outside of school that she had learned to appreciate in Nunavik: 
This is mv fridge. Yesterday 1 came 
home from school and looked into my 
fridge and thought what should 1 eat? 
And 1 thought "ah 1 received groceries 
this week wow it is like Christmas". 1 
love this part of my living in the North. 
And 1 have pictures of my friends there 
on my fridge and evety time 1 open it 1 
say hello. 1 just love my fridge. (Eva, 
new teacher, 2002-2003) 
Eva drew attention to many important many 
aspects of life in the North. The "southern" 
food in Eva' s fridge and the photos of her 
family and friends in the South were 
Photo 43. My Fridge 
comforting to Eva. Receiving groceries was like Christmas for Eva because like most 
teachers, she ordered her groceries by fax from the South. Groceries usually arrived by plane 
a few days after the y had been ordered. Sometimes groceries would arrive a few days late. 
When teachers received their groceries they often celebrated by inviting a colleague over for 
dinner. Since there were no restaurants, teachers enjoyed cooking for each other. FormaI and 
informai potlucks or community feasts were also a nice way for Qallunaat teachers to and 
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Inuit community members to socialise. Food was a way for Eva to fee! connected to her 
community in the South but it was also a means to access the community. Through 
participating in potlucks and community feasts, teachers like Eva could break through social 
distancing and felt more "inside" the community. 
ln the next excerpt, George recounts a happy moment with a student where he felt that he 
had overcome the social distancing: 
Things haven't been vety good for me in my class lately. .. Joanese has been getting to 
be a little bit... [like] he's got a chip on his shoulder and 1 found out it started around the 
Ume that his father went to prison again ... and it just didn't get any better ... sol gave it 
to him on his report card... 1 said your marks are doing OK but your attitude just sucks, 
you've lost respect for other people ... and 1 don't like il. 1 asked him to make his 
reflection on my comments on his report card ... [he had to respond toi "things that he 
was going to do better" ... at first he said "nothing" ... about 15 minutes later he came 
over and he said 1 want to change that "nothing". He said that he was going to tty to be 
more respectful towards people and he has been ttying ... His parents bought him 
hockey equipment but he didn't have a jersey and he's been after me for one of my two 
Leaf jersey's and that is a pretty privileged thing for someone to have two jersey's 50 1 
decided 1 would give him one if he behaved weil. And 50 1 did ... and he came in with his 
old jersey and 1 saw why he wanted a new one because it was like really tight. He said 
give that to [your son Simon] and 1 thought that was nice. l'm hoping he'lI turn back 
around because 1 have a lot of hope for him if he escapes the cycle of violence in his 
family. (George, teacher, 2002-2003) 
For George, breaking through the social distance meant that he was able to have a positive 
effect on his student' s life at school despite the difficult situation his student was 
experiencing in his life at home. 
As the year progressed, teachers' happy stories became an important part of the group 
conversations. By focusing on their small successes in the school and community, teachers 
were able to reflect on how they were creating encounters that allowed them to fee! a sense 
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of belonging within the Inuit community. Similarly to Eva, in light of the negative feelings 
provoked by many Qallunaat teachers' perceptions of their failed efforts, sorne teachers 
eventually came to terms with the realization that there were positive and negative aspects to 
their experiences and to the Inuit cultural context in which they were embedded. With 
appropriate preparation as weIl as consistent guidance and support, many other new teachers 
might have also overcome the barriers created from being overwhelmed by the challenges 
they perceived within Inuit education and felt more validated in their efforts. 
During my time researching in Nunavik, 1 found that teachers who focused on the 
positive aspects of living and teaching in Nunavik and maintained constructive attitudes 
throughout the year, felt that it helped them to remain open to entering a space of otherness. 
Teachers' openness was crucial in being able to establish new and more appropriate personal 
and professional goals. Most of these teachers realized that successful teaching had to come 
from a joint effort, that change was not always as fast or apparent as they would like and that 
there was a larger pattern to the way things worked in the North. For example, in the next 
excerpt Cassandra reveals how she tried to maintain a constructive attitude despite the clash 
in educational values brought on by southern institutions: 
There is this system and it is c/ashing with what / see in the village and it is a/ways 
there ... The on/v wav / can dea/ with it is thinking, "/ am not a/one, / am with other people 
and 1 am doing mv best. 1 know others are doing their best and 1 am trving to see the 
positive change" ... Just thinking that most of my students' parents did not go into 
secondary education or finish high school and my students are going further. They might 
not finish secondary but thev are going further. Change takes generations. (Cassandra, 
teacher, 2002-2003) 
For Cassandra, success came from noticing the progress in academic achievements in her 
students from one generation to the next. Cassandra accepted her position as outsider within 
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the colonizing structures of education. By seeing that her students were progressing, 
Cassandra felt a little more on their side. She felt a sense ofbelonging by reminding that she 
was not alone in her struggle to see positive change. 
Like Cassandra, Rachel's optimism came from noticing change in her students. She 
describes how she was able to notice her contribution to her students' lives and feellike she 
had made a difference, albeit small: 
What keeps me going? .. Suzy is not the same girl as when 1 first met her ... There's 
going to be growth with each year ... l'II look back and see little things ... Gary he was a 
little tiny boy with one pair of black pants and a t-shirt that was quite dirty and he got 
angry so often. Gary would sit there and just bawl his eyes out because something 
happened at home ... 1 look at [him] now and he's doing pretty good ... He washes his 
hair, he dyes his hair. He cares about himself now ... maybe IVe changed him or helped 
him a little bit. (Rachel, teacher, 2002-2003) 
Rachel felt that her contribution to her students' lives came from adapting to their realities 
and allowing them to move ahead from where they were. Teachers like Rachel who 
recognized the need to adapt their perceptions to the multiple contexts ofInuit education 
found refuge in reflecting on their teaching and on their process of relationship building with 
Inuit students and colleagues. Most teachers eventually realized that academic success was 
possible only when students felt confident in their ability to learn as illustrated in Megan' s 
comment: 
Kids will come because we're a safe ha ven ... if they get some leaming done and some 
critical thinking starts happening and they leam to write a few essays .. , That's the icing 
on the cake. (Megan, pedagogical counselor, 2002-2003) 
For Megan, Qallunaat teachers' primary con cern was to create a safe and welcoming 
environment for their students. 
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The longer teachers like Rachel and Megan remained in the North, the more they 
recognized that change had to be effected from within themselves first. Sorne teachers also 
realized that their prejudices were "hidden" within their colonial mindsets. In the next 
excerpt Megan explains how she came to realize that her silence was a form of prejudice: 
1 certainly wasn't as open as 1 thought 1 was when 1 tirst came up ... And just being able 
to do a lot of self assessment and reflection ... When 1 first came up North 1 was very 
nervous about being in an Inuit community and 1 was feeling very self-conscious and l 
didn't want to say the wrong thing and in and of itself ifs actuallya form of prejudice 1 
have come to realize ... Just because a person is an Inuit person doesn't mean they 
have the right to speak down to me or that 1 should accept what they're saying because 1 
don't want to offend them. So now ifs a level playing field. But l've had to learn that my 
hesitation to confront or not accept what was being done to me just because it was 
Inuit ... was not ok. And to allow that kind of negativity to come towards me and l'm 
accepting it because 1 don't wanna say anything ... Ifs just as wrong as if 1 was being a 
prejudiced human being. (Megan, pedagogical counselor, 2002-2003) 
Through self-reflection, Megan succeeded not only in feeling good about her contributions 
but also in knowing that Inuit community members would recognize and appreciate her effort 
to relate to them as equals. Megan was able to make the shift from her position of outsider 
and her position of superiority to eventually work as a team member where she could talk 
with "teammates". 
Teachers like Andrew who leamed to overcome their differences with Inuit community 
members, appreciated how their new environment was exposing them to parts of themselves 
that they would not have had access to in the South. In the next excerpt, Andrew recognizes 
that his shifts in identity came from confronting new parts ofhimself: 
1 had a big long opportunity to grow and learn and develop in ways that 1 would never 
have been exposed to down South ... because everything is so categorical and 
everything fits into little boxes [down South). .. 1 have had a chance to explore a whole 
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.~. range of rea/ms in living and in education that / never wou/d have been exposed to down 
South... The price you pay is the mental turmoil ... You know the stuff you have to 
wrestle with inside your head? And certain things you have to accept or not completely 
accept but adapt to, adjust to. That creates growth. Some people don't like that. And still 
to some extentl don't. You know? But you've got to look at the big picture. You've got to 
look at the big picture and it's hard to step back somedays. (Andrew, pedagogical 
counselor, 2002-2003) 
Andrew perceived his experience as an opportunity to grow. Reflecting on the larger patterns 
of colonization and its effects on education in Nunavik was a challenge with which many 
teachers struggled. The mental turmoil that Andrew mentioned had discouraged him from 
moving forward in his experience. But by looking at the larger picture, Andrew developed a 
positive self-identity that encouraged him to continue his work in the North. 
From her experience working with numerous teachers over the years, Alice had observed 
that change created fear in many teachers because it imposed humility and the capacity to 
shift from giving to receiving. In the next excerpt, Alice highlighted the need for new 
teachers to take the time to learn about their new contexts: 
Take your new life one day at a time. Don't be scared to ask for help ... Sometimes 
classes are too closed up. Talk ... not only with the colleagues who think in the same 
way as you .. , people with experience and openness ... Find out about the class for 
yourself and don't judge your fstudentsl on what you hear about them ... there are lots of 
factors that affect the worst class in the school and the fault is not always with the kids ... 
[ltJ is important ... to think in ter ms of "we are not perfect and if we really want things to 
change we have to be open to change". We don't have the answers to everything ... As 
a teacher when you have a way of doing things it is hard to change because you are 
really convinced that your way is the wav. (Alice, pedagogical counselor, 2002-2003) 
If teachers were going to succeed in their new environment, they had to be willing to be led 
by their experiences in the Inuit community. Being open to change, according to Alice 
implied that teachers integrate new ways ofunderstanding into their perceptions. But being 
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open to change also rneant that teachers had to first learn about what Inuit cornrnunity 
rnernbers needed and wanted frorn thern before they could start to give. Learning to let go of 
the control over what they gave rneant that teachers had to rnake the shi ft from their position 
as so called "leader" to "cornpassionate observer". Only then could teachers listen and enter 
into a dialogue with Inuit comrnunity rnernbers. But Martha, an Inuit staff rnernber, explained 
that it was challenging to work with rnany new Qallunaat teachers because "they are afraid 
to ask" (Martha, Inuit staff, 2002-2003). 
Teachers who were able to overcorne their fears and take the risks were often pleasantly 
surprised by the outcornes of their initiatives. For exarnple, Lizzie, an Inuk teacher who had 
been teaching for rnany years explained how she had assisted Qallunaat teachers who sought 
her help to work as an Inuit-Qallunaat tearn in the school: 
/ am apen ta Oallunaat anvane wha wants ta get help ar wha wants ta help me. Nat ~ust 
Oallunaat, everybady ... This winter 1 was teaching girls haw ta make hame made 
desserts. / had 19 students seven ta faurteen years a/d. They learn and they sell the 
deserts ... When / taught them haw ta make deserts they gat claser and claser ta me and 
ane af the girls tald me that she had been abused and / tald her if she want ta ga ta the 
palice 1 can ga. She fallawed me and it was almast 20 girls [wha had been abusedj. 
They find aut that they can talk ta me sa they came ta talk ta me ... 1 didn't even tell them 
yau can talk ta me, they just saw me and warked tagether they trust me ... Sa 1 am very 
apen ta anybady ... [1 have been a teacher far] almast 20 years ... but. .. far the past five 
ar six years ar mare, [Oallunaat teachers] ask me if 1 cauld help them haw ta help the 
kids and sametimes / help them ,especially difficulty students' behaviars and special 
students and 1 help them ... anly the anes wha ask me ... 1 tald them if they need help 1 
am avai/able... [Inuit and Oallunaat in my cammunity] are trying ta be ane team. 
(Lizzie, Inuit teacher, 2002-2003) 
Through her assistance, Lizzie would not only guide new Qallunaat teachers academically 
but she would also help them becorne cornpassionate observers of sorne of the difficult 
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realities her cornrnunity was confronting. Lizzie also helped teachers feel that they were not 
alone but working as part of a tearn. Feeling part of a tearn or a community of teachers was 
key to Qallunaat teachers' feeling like they belonged in the North. These teachers felt 
encouraged to persist in their efforts when they felt that they were rnaking a difference or 
when they sensed a positive atrnosphere in the school, wh en they felt that they were the kinds 
of teachers they wanted to be. 
Many teachers felt validated in their work when students felt socially invested, wh en they 
laughed and opened up. Sorne teachers rerninded thernselves of the srnall successes shared 
with students and found reward in their teaching when they were able to get through to their 
students and feellike they could break down the barriers to social distancing. Teachers felt 
that students recognized thern for who they were. In the next excerpt, Nena describes how 
ernpowered she felt after getting through to her students: 
There is that feeling of getting through to kids which is a total high for me or when 1 have 
empowered them there is a real feeling of accomplishment which 1 like about being in 
the North. 1 also like feeling that 1 am doing something challenging. Teaching is a much 
maligned profession it is a profession that isn't respected neither here in the North or in 
the South, everybody shits on teachers ... but you say you are teaching in the North and 
vou get accolades for that. People sort of say, "oh wow that must be really hard, that's 
really challenging, you're brave". That's not why 1 am here but there is that little voice of 
"it's ok that vou are not getting through because vou are in a really tough place". It's that 
excuse that 1 can make for myself that my colleagues in the South couldn't make for 
themselves having an equally difficult year in a poor neighbourhood with 28 kids in the 
c1ass because most of them could not read. 1 am really moved here as weil. 1 am moved 
to tears. 1 live on an emotional tightrope when l'm in the North because there is nowhere 
to decompress. Sometimes it's really hard, sometimes it's really low but 1 am moved in 
my core and 1 think it is helping me to be fully human which is one of the reasons why 1 
am still in the North. (Nena, teacher, 2002-2003) 
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Nena explained how her feeling of accomplishment carne from the recognition she received 
from her students and others who appreciated the challenge of teaching in the North. For 
Nena breaking through social distancing and moving towards a position on the inside made 
her feel more fully human. 
For other teachers, recognition carne from the type of freedom found within the arctic 
landscapes. For example, Greg found comfort in the freedom surrounding him in his northern 
teaching environment: 
Freedom, space ... Caribou ... [That is what the North represents to me]. ft has not yet 
been industrialized. .. They can go hunting ... For me the North ... represents the same 
thing we had here 200 years ago ... we lived in close contact with the land and. .. Our 
limits were natural. Now 50 many limits are imposed on us, government parks, 
properties. The North for me represents this sense of freedom that is disappearing 
everywhere. (Greg, former teacher, 2002-2003) 
For Greg, breaking through the distance meant focusing on values that he shared with Inuit 
community members that were at the heart of his identity. He felt that in the North he was in 
touch with parts of his identity that he could not access in the South because of the numerous 
limits imposed on him. For example, in the South individuals own their private property. In 
the North, the land belongs to community members. He celebrated his success by building 
relationships with Inuit community members who valued their close contact with the land. In 
this sense, Greg was able to move beyond the differences he perceived and was able to 
appreciate the spatial freedom in the North. 
Nestled in these small successes shared by Greg, Nena, Cassandra, Lizzie, Andrew, 
Pasha and Megan were the visions, hopes and validations that kept Qallunaat teachers feeling 
invested and enthusiastic about their work in Nunavik. It was also within these moments that 
teachers began to shed light on how to redirect the path of education in the North. By 
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discussing their process of change, many teachers realized how their personal realizations 
affected their outlook towards their host communities. Sorne teachers also noticed that when 
they learned to accept newfound realizations about themselves and their position in the 
community their perspectives shifted towards a more accepting view of their host community 
and their place within it. For example, teachers like Sara were able to look back on the 
positive aspects of isolation in the North. In the next excerpt, Sara discusses how she learned 
to find comfort in her loneliness and break through the social distancing: 
1 was deeply lonely... 1 was really young. Straight out of university, my first teaching 
job ... l'm a very social person. IVe got lots of friends, and lots of family and l'm used to 
having people around ail the time ... 1 was just used to seeing hundreds of different 
people every day ... To me that was the isolation, the same faces over and over again ... 
And it's funny, as l'm saying this, l'm thinking that at the beginning of that first year what 
felt 50 isolating and made me 50 lonely was what 1 treasured by the end of my three 
years there and is what 1 missed about the North when 1 came home ... 1 remember that 
first spring. ft was starting to be light ail the time. 1 remember sitting alone at my 
apartment window in watching the kids go round and round on skidoos. 1 remember 
sitting and watching this and thinking this is pathetic. It's Friday night, 11 o'c/ock, 1 am 
completely on my own, and gonna be on my own till Monday morning when 1 go into my 
c/assroom. l'm watching these kids go round the community on skidoos. But by the end 
of [my time in the North], Iloved that and that was 50 comforting to see that somehow. 
(Sara, former teacher, 2002-2003) 
When Sara first arrived in the North, she felt isolated from encountering the same unknown 
face over and over again. Sara had not yet established relationships with community 
members and therefore she had no connection to the se faces. They were neither family nor 
friends. Towards the end of her stay, Sara took pleasure at watching her students outside 
through her apartment window, students to whom she had become attached. These students 
had bec orne like family to Sara because she had bec orne so involved in their lives and cared 
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for them deeply. In chapter 3,1 presented an excerpt from Sara in which she mentioned that 
the North had defined her adult life because her students had become so much a part of her. 
By making connections with her students, Sara was able to break through her loneliness. 
Unlike David to whom 1 referred in the prologue as perceiving his apartment window as a 
"plexi-glass wall" preventing him from accessing the community, Sara was able to find 
comfort in watching the children through her window. She did not characterize the window 
as a plexi-glass wall because the window enabled her to review her thoughts and understand 
the happenings of the community. Sara also took comfort in the window sheltering her from 
being too involved and invested within the daily happenings of the community. She had 
leamed to read the eues outside her window of what was going on inside the community. 
Sara had leamed to define her position as outsider inside the community. 
Like Sara, Dan had also leamed as an outsider how to respond more appropriately to 
incidents he judged unfair in the community. In the next excerpt, Dan recounts a situation 
when he met an Inuit woman he knew who had a black eye. In response to his frustration, 
Dan explained how he took he took it upon himself to give her sorne advice. In reflecting 
back on this incidence, Dan explained how he had corne to the realization that southemers 
had to allow Inuit community members to make their own decisions: 
1 went trom telling people they should [castrate] their boytriends to, "ok, these things 
happen, you're gonna have to tind your own way somehow, l'm not gonna tell you 
how ... and you're gonna have to do it as a tami/y, or as a community or on your own. If 
you want my help, l'II help you". But /'m not like stomping around telling people how to 
live their life ... ft challenged what 1 believed to be right and 1 guess because of those 
challenges 1 was able to see things more cJearly ... sure my ideas of what is right or 
wrong are still very confused but that's the way it should be ... Here were people who 
see things in a very different way, who conduct their lives in very different ways and ... 
that doesn't necessarily mean that they're wrong or right. And 1 realize that now ... 1 
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guess 1 still am very judgmental ... but 1 realize that. .. People have different ways of living 
their lives and different ways of dealing with things ... Sure it doesn't work for 
everybody. .. because look things are crazy. But are they wrong, are they right? 1 don't 
know. (Dan, former teacher, 2002-2003) 
Teachers like Dan retumed from their time spent in the North with man y questions about 
their perceptions of right and wrong. Fortunately, many teachers saw their confusion as part 
of a process of leaming to live with difference and accepting it as a new defining feature of 
their identity. Dan had learned to look beyond the differences he perceived and find a 
position with which he was comfortable in his host community. Even though Dan noticed 
differences between his views and those of certain Inuit community members, he was able to 
integrate aspects of those differences into his world view and accept that other aspects such 
as domestic violence would remain outside his understanding. For Megan the need to accept 
humility came from leaming that there were certain times wh en sharing her views would 
benefit the situation and other times when her views would complicate matters: 
1 have very little patience with the system and l'm a wee bit vocal about the whole 
thing ... 1 will never be politically correct. .. but 1 will shut my mouth when 1 know that what 
l'm going to say isn't going to do anything but cause trouble ... l've had to learn to side 
with battles that were worth fighting. l've had to accept humility. (Megan, pedagogical 
counselor, 2002-2003) 
Through their time spent with the Inuit community, many teachers like Megan, Sara and Dan 
came to value the c10seness in the relationships they fostered in the community, their 
attachment to their students and the inner strength they developed. Most teachers were so 
focused on their life in their host community that they learned to live without the familiar 
southem comforts. For example, in the next excerpt Doris shares one of her usefullife-Iong 
les sons she had leamed from her experience in Nunavik: 
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[In the North], you have to give up a lot of notions that exist around you when you're 
living in the South. You have to give up the notion that every thing is right there for you 
to get ... that things are going to be provided for you. that everybody's there to entertain 
you. We have this society that entertains ail the time and you have to learn to entertain 
yourself .. . We live in a society where "if you need it, just go get it". There you have to 
learn to live without some things and be satisfied with that ... you have to realize that, 
"weil, your Co-op store doesn't have something today, maybe next week ... maybe next 
month. .. maybe not': and live with that as weil. 1 always liked the word "imaha" because it 
means maybe ... 1 wanted to live the life of maybe up there ... You have to have little bit of 
a pioneer spirit. .. Learning to be without, frees yourself, opens your mind and allows you 
to have a greater experience. Wh en things are more convenient to us we don't have to 
think outside of the box ... [The North has] opened my mind up to other cultures as weil. 
It's made me see that just because we live differently doesn't change anything if we can 
accept that we live differently. And it also teaches me that if we can accept parts of those 
cultures then it makes us better people overall. The experience of living life is greater 
because we can live as others do ... It takes time to make connections . ... there's so 
many types of partnerships that have to be made and it begins right with the very people 
that you're working with and the chi/dren... you've really gotta get over the hurdles by 
learning to work with those people; never think that you have ail the answers, because 
you don't. .. If you're gonna be here whatever you're teaching has to be not necessari/y 
in their official language but in their language of understanding, in their cultural 
language. (Doris, former teacher, 2002-2003) 
For Doris, the newfound ability to accept that sometimes there were certain things she just 
could not understand was an important part of learning to look beyond difference. 
1 explained in section 1 that many new teachers who had traveled to the North hoping to 
simplify their busy lives in the South did not realize the numerous challenges associated with 
their romantic idea. Sorne teachers could not adjust to the lack of conveniences they could 
easily find in the South. Others like Doris took advantage of their new teaching context to 
choose what they wanted to prioritize as important in their lives. For many teachers 
relationships in the community became of paramount importance. In the next excerpt, Sara 
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de scribes how she came to value the uniqueness of life in an Inuit community by learning to 
interact with people beyond her suburban "clique" which in turn provided her with an 
opportunity to learn about a different way of life: 
ln a nutshell ... Rich. A rich experience in ter ms of personal growth, professional growth, 
learning about another culture and learning about a different way of life ... 1 don't think 1 
could ever get that if 1 moved [anywhere elsej. .. it was such a small community, so tight-
knit... when you grow up in the suburbs of Montreal ... you know your clique but you walk 
down the street and you don't even say hello to people ... Now 1 talk to people 
wherever. .. 1 think life is too short and the world is too small for us to walk by people 
without saying anything and Ilearned that from the North. (Sara, former teacher, 2002-
2003) 
Sara' s shift in identity was connected to her desire to expand her horizons beyond the 
familiar. Teachers like Sara who learned to open themselves to new ideas and made the effort 
to interact with different people realized that they could make things happen in the North that 
would not have been possible in the South. By looking beyond the effects of cultural 
dislocation and appreciating the values that Inuit community members could teacher her, 
Sara found wisdom not within the Inuit community but within herself. Unlike many new 
teachers who traveled to the North in hopes of encountering Inuit wisdom, Sara had learned 
that wisdom is not something you take or learn from others. Sara found wisdom within her 
ability to embrace the positive aspects that life in the North had to offer. Valerie relates how 
she maintained their positive attitude and found reward in her northern experience: 
1 think ifs a question of attitude. At one time 1 wanted to do too much. 1 put too much 
pressure on myself. And at one point [llearnedJ to laugh at certain things and take them 
more lightly. It's like a different way to look at thinqs that affect vou less personallv. 1 am 
realising with time that the students always finish by learning something of what you 
were teaching. 1 am doing my best. .. and 1 stopped wantinq for evervthinq to work out 
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perfectly and 1 started ta relax and be more attentive ta my students' needs. That came 
with time. (Valerie, teacher 2002-2003) 
Valerie was able to develop a positive attitude by looking at life in the North through a 
different angle. 
In Summary 
ln this chapter, Understanding Qallunaat Teachers' Journeys to Nunavik, 1 described 
how when Qallunaat teachers first arrived in the North, they had ambitions, goals and a 
strong desire to teach. They were enthusiastic and highly motivated. As their time in the 
North passed, many teachers became disturbed by certain aspects of their surrounding 
contexts. Similarly to their Inuit students, when faced with a perpetuallack of clarity and 
success in their teaching, many Qallunaat teachers began to feellost and tired. Many teachers 
realized that their commitment to effect change had been misdirected and had to be relocated. 
Most teachers began to question their goals, ambitions and career choices. They also started 
to rethink the fundamental values that lied at the heart of their identities. 
Learning to successfully teach students in any environ ment depends on the relationships 
that teachers are able to build. Perhaps, as Katia alluded to in her response at the beginning of 
this chapter, Qallunaat teachers in Nunavik must come to view their experience with Inuit 
community members as a time to learn to listen and to observe compassionately to the 
community rather than to attempt to improve it. But how can the Kativik School Board 
(KSB) best facilitate Qallunaat teachers' learning from the Inuit community in a way that 
empowers both Qallunaat teachers and the Inuit population? And how might KSB best assist 
Qallunaat teachers like Katia develop constructive and trusting cross-cultural relationships 
with Inuit community members and break down barri ers between the self and other? 
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The teachers in this Action Research Project have taught me to see dialogue as a 
necessary step in better understanding how they struggle to find their positions within the 
colonizing structures of education in Nunavik and in breaking down social distancing. 
Through sharing sorne of the comments from teachers, 1 demonstrated how teachers' voices 
are in fact essential to deconstructing the process by which Qallunaat teachers try to establish 
relationships with Inuit community members. 1 also considered possible reasons why 
teachers fail to build such necessary relationships. 1 argued that until the process of breaking 
down the barri ers between self and other has been accomplished, the distance prevents 
teachers from engaging in a authentic dialogue and working towards true interdependent 
partnerships with Inuit community members. In my analysis, 1 illustrated why Qallunaat 
teachers and Inuit community members need to further reflect on their educational goals and 
redirect their cultural attitudes towards each other to create a space in which Inuit students 
can achieve and teachers feel successful in their teaching. In chapter 1, 1 quoted bell hooks 
(1999) who explains, "teachers have to be willing to be called on- often in ways that they 
may not like ... to enter this space of otherness" and eventually to bridge it" (p. 120). In this 
chapter, 1 further explored the "space of otherness" within which Qallunaat teachers like 
Katia, David and others found themselves. 1 also described how Qallunaat teachers were 
embodied within colonizing structures within the educational contexts of education in 
Nunavik as they attempted to negotiate and relocate their identities and consequently 
distanced themselves from the Inuit community. 
ln the final chapter, 1 share my reflective understandings of Qallunaat teachers' 
perceptions of their experiences in Nunavik. 1 conclude by providing recommendations that 
offer alternate routes for reflection on possible directions for change. 
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CHAPTER6 
REFLECTING ON PAST EXPERIENCES, SHARED UNDERSTANDINGS AND 
RECOMMENDATIONS 
Revisiting Past Experiences 
Photo 44. The Cliff (CM) 
In this chapter, I begin with Photo 44: The Cliff and Vignette 4: Getting Lost and the 
Memories of Being There, a personal narrative in which I revisit my views and connect my 
past experiences as former teacher and researcher in Nunavik to the Qallunaat teachers' 
voices in this Action Research Project. I then share my reflective understandings of my 
process as an Action researcher. I discuss my research contributions, implications and 
understandings and directions for further study. I present recommendations that offer 
alternate routes within Inuit education for the Kativik School Board's reflection on possible 
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directions for change. My recommendations focus on ways to facilitate integration of new 
Qallunaat teachers in Nunavik and to improve support for Qallunaat teachers as they attempt 
to build cross-cultural relationships with Inuit community members. 
Vignette 4: Getting Lost and the Memories of Being There 
It was a cold and windy Saturday afternoon in April, 1996. My father was in Nunavik 
visiting du ring Spring Break and we had decided to go for a snowmobile ride. We were 
going to the old weather station located by a cliff off of the Hudson Straight which 
Qallunaat teachers liked to visit (photo 45). This cliff offered magnificent views of the 
rapid current and drifting icebergs. On a lucky day we might even see a musk-ox, a 
caribou, a seal or a whale coming up for air and popping its head out of the water. 
When returning to the village, however, our day turned into an unexpected adventure. 
The weather turned on us and before we knew it, we were lost in a snowstorm on the 
Tundra. 1 had heard the stories of Inuit freezing to death because they got lost in a 
blizzard when they were only a few kilometers away from the village. 1 felt very nervous 
but 1 knew that there was no point trying to see through the storm. 
We had to keep moving ahead at what seemed to be a disconcertingly slow pace, 
stopping frequently to assess the situation and to reorient ourselves and trust that we 
would eventually find our way back. Luckily we were accompanied with people who knew 
the land weIl. The key was to trust that we would eventually see through the storm. 
Photo 45. The Storm (CM) 
However, following a 
snowmobile in a blizzard when 
we could barely see a person 
standing a few meters away was 
very challenging (photo 45). We 
were told to follow the trails 
ahead and look up once in a 
while to make sure that we saw 
the lights on the ski-do ahead of 
ours. As we stopped once in a 
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while to further assess the situation and listened to the Inuit guides discuss the plan of 
action, my anxiety of being lost was compounded to the fact that 1 could not understand 
their words in Inuttitut. 1 picked up signaIs in their voiees that 1 probably would not have 
notieed had 1 understood the language. But my head felt like the storm, shifting into many 
directions. Being lost in this storm, 1 felt that 1 could not pin my positioning to anything. 
When wefinally made it back to the village, afew hours later than expected, we gladly 
welcomed our warm homes and thanked our guides for leading us back safely to our 
village. (Journal, April 2002) 
My experience of being lost in this storm was similar to what 1 first felt when 1 was trying 
to grapple with the multiple theories and the direction 1 was actually going to follow for my 
inquiry. Like many Qallunaat teachers in this study, over the course of this project 1 have had 
numerous occasions where 1 also felt adrift and became lost. For example, 1 lost track of the 
purpose of doing this research and my focus as a researcher. 
ln holistically reflecting back on this dissertation narrative, 1 recall my feelings as a 
teacher "in" the North. As a former teacher in the North, 1 learned to see people in different 
ways. 1 did not forget labels associated with violence still present in my consciousness, but 1 
tried to see beyond them. In retrospect 1 see that while 1 tried to accept Inuit community 
members and sorne of the values that guided their lives, there were certain ways 1 could not 
accept because they were too different from mine. 1 could not comprehend how the culture 
shock of living in a very different cultural context (Inuit) was intensified by the fact that 1 
lived in a society that 1 perceived as dysfunctional. Yet, the "dysfunctions" 1 perceived, were 
to a large extent due to the cultural and colonial impositions from my southern ancestors. 
When 1 was negotiating on the landscapes, 1 came to depend on Inuit community members to 
guide me on their terrain. Ironically while in the community, 1 tried to distance myself from 
these same people as 1 reveal in this 2002 journal entry: 
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1 vividly remember the first time 1 was told by a fellow Qallunaat teacher that Matiusie, a 
friendly young man whom we had just had a conversation with at the Coop, had sexuaIly 
abused children in the community and that his brother A loupa was going to court the 
following month for having beat up his wife (one of my student' s mother) du ring a 
drunken evening. 1 assumed that they had probably both been abused or neglected as 
children. But 1 was conflicted about my feelings towards these two men. The thought that 
violence was so rampant in the community where 1 was teaching was quite disconcerting. 
How could 1 deal with my feelings of disillusionment? How could 1 begin to see clearly 
through aIl of this? 1 liked Matiusie. He was a nice man. Should 1 try to make sense of 
this situation, find justice, or simply try to accept him as he was? How would 1 react next 
time 1 saw him? What about my student? How was 1 going to respond to her next time she 
acted out in class? Would 1 try to help her or would 1 pretend 1 did not know? (Journal, 
April 2002) 
The boundaries between the goodness of people and the appropriateness of their actions 
had once been clearly defined but were now blurred. 1 began to question my preconceived 
assumptions and notions of violence and abuse. 1 realized that abuse could not be pinned to 
one single person. Abuse was a very deeply rooted societal problem. Inuit community 
members had their own ways of dealing with such problems which, at first, made me wonder 
whether the y were doing anything at aIl to make their situation better. 1 knew that abuse, in 
Nunavik resulted, in part, from the long and painful history of QaIlunaat colonization of 
Inuit. Many adults in my ho st community were still living with the memories of residential 
schooling and had many stories to tell about when they were sent to the South to learn 
Qallunaat languages and ways. 1 wondered whether as a Qallunaat teacher, 1 was also acting 
as a colonizer. 1 situated myself within the context of colonization; 1 was deeply saddened by 
how much a part of the process 1 was perpetuating. 1 was also confused by the challenges 
involved in my attempts to feel recognized within the Inuit community. 
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ln reflecting back on my role as an Action researcher in this community, 1 had 
opportunities to gain new insights into why southern teachers become adrift and lose sight of 
themselves and begin to feel numbed by their experiences while teaching in an Inuit 
community. 1 have a better appreciation ofhow and why the Qallunaat teachers' 
disequilibrium ultimately affects their relationships with their Inuit students, parents and the 
community as a whole. Although 1 initially traveled to the North as a teacher with a desire to 
empower my students, 1 now know that 1 cannot empower people; they must empower 
themselves. 1 can only help facilitate the pro cess of empowerment through compassionately 
observing, listening and dialoguing with people and help them consider alternatives and 
solutions. Similar to many teachers with whom 1 spoke, 1 had to learn to accept the tensions 
and contradictions 1 perceived as part of my experiences in the North. Most importantly, 1 
had to learn to accept that Inuit community members need to make their own decisions about 
the direction of education in the North even if 1 might not totally agree with them. 
Looking Beyond Initial Impressions 
Through my Action Research Project, 1 learned that positive change can occur in the 
North. 1 want to offer alternatives that both Inuit community members and Qallunaat teachers 
might consider. 1 realize that looking for alternatives in building meaningful cross-cultural 
relationships between Qallunaat and Inuit communities, must come tirst from allowing Inuit 
community members to guide the process of change. Just as 1 depended on Inuit community 
members to safely guide my father and me back to the village during stormy weather, it is 
through building interdependent relationships with Inuit community members that 1 could 
create an openness to seeing the other in myself and learn from them. In chapter 1,1 
described how my encounter with Betsy, the Inuit janitor at the school, taught me about 
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teaching the children in her community. Similarly, when Qallunaat teachers become open to 
seeing the "other" in themselves, barriers can slowly be erased. For example, in chapter 5 1 
quoted Doris who mentioned how she learned to live like Inuit community members: 
[The North has] opened mv mind up to other cultures as weil ... If we can accept parts of 
those cultures then it makes us better people overall. The experience of living life is 
greater because we can live as others do ... (Doris, former teacher, 2002-2003) 
For Doris, seeing the other in herself meant that she could "live as others do". Emmerson 
(1996) states, "a healthy individu al. .. is the one who can surmount - not deny - the gap, who 
can break down the barriers between inner and outer" (p. 136). Dunlop (1999) also confirms 
the need for teachers to reflect on their process of identity construction. She argues that, "to 
find the willingness to live "fearlessly and within difference(s)" we must make central to our 
teaching process the task of tracing the other in self' (p.68). It is essential for Qallunaat 
teachers to reflect on their multiple positionings with(in) northern education to overcome 
barriers between self and others. 
Through my inquiry, 1 learned that even though many Qallunaat teachers wanted to help 
their students with and through painful situations, most of these teachers could not 
understand them. Many were unable to "trace the other in self' and see beyond the 
differences they perceived (Dunlop, 1999, p.68). They struggled to develop an "empathetic" 
understanding. They needed social, emotional, and professional support in learning to 
transcend the barriers between self and other and in learning how to interpret their 
reflections. Without the necessary means and resources, many teachers found it difficult to 
deal with the tensions or differences between their personal experiences and their students 
lived realities. Thus, the KSB has an important role to play in better preparing and supporting 
their Qallunaat teachers to see beyond the differences they perceive in the North. However, 
317 
issues of difference also have to be addressed in teacher education programs and courses at 
the University level and reinforced throughout teachers' professional and academic careers 
whether in the North or South. 
Reflective Understandings orthe Research Process 
ln this section 1 offer sorne reflective understandings of the Action Research process 
which 1 hope will be useful to other researchers. 
The Value of Self-Reflexivity 
Engaging in self-reflexivity, as an essential feature of narrative inquiry, helped me to 
understand my different positionings as former teacher and researcher. By making my 
experiences explicit to the research process and exposing my subjectivity into my work, 1 
could better account for the claims 1 made for my theoretical and methodological 
frameworks. As Qallunaat teachers and 1 explored their perceptions of their experiences in 
the North, we began to deconstruct how and why their embodiment within the colonizing 
structures of Inuit education made them feel disempowered. 
Ristock and Pennell (1996) state, "in the history of the feminist movement, the primary 
means of empowerment has been women's telling oftheir own stories" (p.3). They argue 
that, '''reflexivity' refers to self-consciousness with the goal of establishing non-exploitative 
relations between the researcher and the communities researched" (p. 49). Through 
intertwining my own stones with Qallunaat teachers' perceptions of their time spent in 
Nunavik, 1 have been committed to a research approach that values a pro cess of 
empowerment that begins with the self and others and establishes dialogic spaces with both 
self and others. As teachers and 1 explored their perceptions oftheir experiences in the North, 
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1 believe that we began to deconstruct how and why their embodiment within the colonizing 
structures oflnuit education made them feel so disempowered. Lather (1991), uses the word 
empowerment to mean: 
analysing ideas about the causes of powerlessness, recognizing systemic oppressive 
forces, and acting both individually and collectively to change the conditions of our 
lives ... a process one undertakes for oneself; it is not something done "to" or "for" 
someone. (p. 4) 
ln reflecting back on the small successes 1 described in chapter 5, 1 now see more clearly that 
for Qallunaat teachers, empowerment cornes first from understanding their positions in the 
world and then from clarifying their possibilities to effect change in themselves and with 
others. Narratives can potentially play a significant role in the empowerment of culturally 
diverse speakers. 1 believe this can be accomplished through narrative as a way ofbeing and 
knowing. Narratives can lead to empowerment. By telling stories the 'other' can become 
'we'. For example, 1 explained in chapter 5 teachers who asked for help and shared sorne of 
their challenges with colleagues realized that they were not alone in their struggles to help 
their students succeed. The shared understandings created by and shared with the se teachers 
who sought help with one another demonstrate the importance of narrative as a way of 
knowing, seeing and being. 
The need for teachers and researchers to reflect on their own views about their teaching 
in order to situate their practices has been widely documented (Cochran-Smith & Lytle, 
1993; Dunlop, 1999; Fine, 1994; Smith, 2000; Tompkins, 1998). As a former Qallunaat 
principal in Nunavut, Tompkins (1998) argues: 
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Many qallunaaq educators feel that cross-cultural understanding involves learning more 
about Inuit people ... our first step as Qallunaaq is to examine the cultural values and 
beliefs we bring as non-native people. (p.l04) 
In speaking about the Maori, Smith (2000) maintains that: 
State schoolteachers cannot presume to teach in our schools. They have to go through a 
deconstruction process to get rid of sorne of the dominant cultural baggage that they 
already have on board. (p. 223) 
In this Action Research Project, by engaging in self-retlexivity through narrative inquiry 
with Qallunaat teachers l can better envi sion how dialogic spaces can be created. l attempted 
to create a space where new meanings can be constructed at the intersections of teachers' 
past experiences, present consciousnesses and future possibilities. The Qallunaat teachers' 
retlections have helped me clarify and more fully understand how colonization in the North 
has intluenced the present realities of Inuit education. l can now better imagine future 
possibilities for how Qallunaat teachers might create interdependent partnerships with Inuit 
community members. 
As a researcher, l empathize with many of the challenges experienced by the participants 
in this project because l was and still remember being in very similar situations. Yet, 
throughout my tieldwork experience, l remained conscious of my own positions on the 
hyphen of insider-outsider relationships and positionings within the Qallunaat and Inuit 
communities. Although l was willing to enter into teachers' experiences and learn with them 
(Brinton Lykes, 1999), l was not immersed to the same degree or intensity as they were with 
the daily challenges ofteaching. "My" former students had become "their" students. l also 
invited skepticism that was associated with my role as researcher. Sorne people questioned 
my motives for returning to the North. l had to navigate very cautiously among Qallunaat and 
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Inuit communities. However, spending sorne time in the North speaking and living in close 
relationships with participants has enabled me to be immersed in a context that shaped the 
construction of the knowledge about northern teaching and learning that we generated 
together. This experience enabled me to realize the extent to which it is critical for 
researchers to spend time with participants and not just "parachute" into communities, 
quickly gather information, and then leave. Just like teachers who parachute into Inuit 
communities unprepared for their journeys in the North and leave shortly after their arrivaI, 
researchers attempting to understand the realities of northern community living must be 
prepared to spend the time necessary to build trusting relationships with community members 
in order to learn from them. However, one might ask how much time is necessary? 
Another important implication for researchers emerged wh en tracing my process as a 
researcher in the North. 1 learned to confront new assumptions about my perceptions of 
relationships with Inuit community members. 1 realized that in many ways my process as an 
Action researcher was a reflection of Qallunaat teachers' process of identity construction. 
The intensely lived emotions in the North sometimes provoked strong prejudices as a way to 
establish "identity boundaries". By stepping back from the intensity of my emotions, 1 tried 
to create a space where 1 could begin to see parts of myself that 1 had not been consciously 
aware of and did not necessarily approve of. For example, my prejudices about differences in 
ways of parenting became an indication of my position of privilege. Yet, the se prejudices 
also became a way for me to establish boundaries with situations that were very confusing 
and unclear and to define my role as an Action researcher as that of observer and listener. An 
important Iesson that 1 am stilllearning from my experiences teaching and researching in the 
North is to con front my own prejudices and my own internalized racism. 1 need to constantly 
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reflect on and question the reasons why 1 assign negative values to certain Inuit ways which 
are different from my own experiences growing up in the South. 
My RoZes as Researcher 
1 think that the teacher's role especiallv in another culture would be ta grasp the need of 
the child and give him the tools ta arrive, ta make him focus on his dream ... We are ail in 
a quest for identity even more when we navigate through different cultures ... Sometimes 
we are not able ta see our own strengths and weaknesses ... it is important. .. for Inuit 
chi/dren ta have dreams and understand that learning ... can help them ta realize a 
dream ... 1 see mv raIe as being a conscience ... (Carine, new teacher, 2002-2003) 
Carine, a teacher 1 interviewed during Orientation Week perceived her role as "being a 
conscience". She also feH that it was her responsibility to help her students achieve their 
dreams. Like Carine, through my research 1 have come to view my role as an Action 
Research facilitator as assisting teachers with a process of personal and professional growth. 
1 wanted to initiate a dialogue that would help teachers to reflect on their educational goals 
and visions within the multiple contexts of Inuit education. 
Clifford (1986) refers to the visual ethnographer who "ho vers at the edge of the frame-
faceless, almost extraterrestrial, a hand that writes" (p. 1). As a researcher 1 have learned to 
see my role as one who takes part in the making of "the picture". However, 1 realize that 
there is not one picture. Pictures offer multiple perspectives. Through my research, 1 
facilitated the process of bringing to life images of Qallunaat teachers lives in Inuit 
communities within a certain time and place. 1 made the visual and written texts that teachers 
created, accessible to them and others, These images would otherwise remain locked in 
Qallunaat teachers' consciousness and private conversations. It is also within these shared 
dialogical spaces that Qallunaat teachers negotiated their possibilities for their future in 
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Nunavik. 1 have also come to view my role as helping to bring about a process of 
"conscientisation" through establishing trusting relationships with participants and being 
involved with them as they tried to bec orne involved within their host community (Freire, 
1970). 
Juggling Multiple Positioning: Establishing Mutuality and Trust 
Throughout the inquiry process, 1 tried to maintain a positive attitude. Chataway (2001), a 
PAR researcher with Indigenous communities, greatly inspired me. She claimed that "more 
than anything, Participatory Action Research is an attitude" (Chataway, 2001, p. 239). 
Likewise, 1 felt that my positive attitude was essential to my Action Research Project. During 
one of the final group conversations, teachers expressed an appreciative response to my 
presence in the community. This appreciation is illustrated in Nena's comment: 
1 have appreciated your moral, emotional and professional support immensely ... 1 feel 
like there's been an in credible consideration for our well-being ... bringing food to these 
meetings because you know we're tired at the end of the day. .. your presence has been 
a real asset to the school ... Sometimes 1 think we have to be careful not to treat you as a 
therapist but 1 kind of feft like that "oh Caro she is here, she is looking after us". IVe seen 
you in some ways as a role model in terms of your interactions with Inuit staff ... [and] of 
what you are able to give to the kids ... 1 feellike you are more prepared to see things 
more positively or more optimistically ... maybe that's just my cynicism after a few 
years ... There is a flipside to that were there is some envy. Where sometimes 1 think 
"weil Caro gets to do ail those things cause she's not a teacher anymore". So 1 
acknowledge that there is some resentment there in your role and who you are and the 
opportunities that you are able to take that 1 can't take as a teacher because there are 
too many boundaries to cross... 1 also appreciate your professionalism and your 
confidentiality. (Nena, teacher, 2002-2003) 
While Nena appreciated my presence and support, she also drew attention to an important 
tension within my role as researcher. She commented on how she sometimes resented that 1 
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did not have to teach. From Nena's perspective, I spent much of my time in the staff room 
chatting with the different staff and community members and transient visitors who visited 
the school. 
My situation both inspired and fostered envy as teachers struggled to teach and I 
inquired. For example, going out on the land with Inuit community members for a day trip 
during a weekday enabled me to gain insight into the different lived experiences of the Inuit 
community in and out of school. Yet, my privileged role as researcher sometimes made it 
challenging for teachers to accept me in their community since aIl teachers were seeking 
opportunities su ch as going out on the land with Inuit community members. While I tried to 
empathize with teachers' challenges, it was only when I was asked to substitute teach 
towards the end of the school year that I realized to which extent my days were very different 
from theirs. While teachers wrestled to establish trusting relationships with their students in 
class, I made great efforts to build trusting relationships throughout the school and 
community. 
Through the positive responses I received from collaborating teachers like, Nena, I have 
come to appreciate that learning to listen is an essential role of an Action researcher. 
However, listening was not always easy. Whether in a classroom conducting interviews or 
hanging out with teachers outside of school hours, I struggled immensely to position myself 
as listener and not impose my views. For ex ample , Linda commented: 
You're an amazing listener and you were very non-judging and at times 1 kind of wanted 
you to judge. But that's like me needing direction in the North and l'm probably looking 
for advice or constructive criticism ... 1 know it's not your role to say but that's probably 
something 1 expected ... (Linda, new teacher, 2002-2003) 
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---, ( While Linda appreciated my listening ear, she drew attention to another important tension 
located at the forefront of my multiple positionings as a white, English speaking non-native 
woman engaged in my doctoral studies that underlined the entire Action Research process. 
This tension arose from my position as an "academic" researcher working with "non-
academic" community members. Although I was aware that the Kativik School Board 
members' insights were extremely pertinent to the questions we formulated together, I also 
realized that my position as "researcher" influenced participants' attitudes. For example, I 
felt that sorne teachers perceived me as being too open and unstructured in my research 
approach. I wanted to let teachers guide the process of change. Yet, it was difficult for 
teachers to let go of the idea that it was "my" research project. 
Teachers like Linda who appreciated my ability to listen and refrain from judgment also 
sought direction and sometimes resented my silence. At times, other teachers criticized me 
for not disc10sing myself or sharing my views. These teachers felt that I always wore my 
"researcher cap". They perceived me as a traditional researcher and expected my "expert" 
opinions. Many teachers wanted answers; they wanted guidance and structure. They did not 
like my open-endedness. Many Qallunaat teachers who looked to Inuit community members 
to provide answers about their Qallunaat teacher roles had also looked to me to lead the way 
to change. Leaving my questions wide open made sorne teachers doubt themselves. Thus I 
inadvertently contributed to their uncertainties. I negotiated this tension with teachers until 
the very end of my stay even though I thought I had been c1ear right trom the beginning that I 
wanted their views to guide the research process. In reflecting on teachers' concerns, I now 
realize that maybe I should have provided teachers with more specific feedback about my 
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expectations for the outcomes of this Action Research Project and shared more dearly my 
own uncertainties with the direction of the Project. 
Only on a few occasions was 1 able to speak more openly and honestly with teachers with 
whom 1 developed doser relationships. Mostly, 1 held back sharing many of my opinions 
about the North to better understand teachers' perceptions. 1 easily sensed when 1 cou Id no 
longer discuss issues or present my different views. For example, 1 sometimes felt that sorne 
teachers judged students without being aware of the extent to which these students' family 
situations affected their behaviors in school. Since 1 knew the family history of sorne of these 
students 1 felt 1 had a "clearer" perspective about particular students' family situations. Yet, 
when 1 tried to explain my point of view to sorne teachers and felt resistance from those who 
had experienced conflicts with students, 1 ended the discussion or simply listened to the 
teacher express their frustration. In retrospect, holding back from my desire to push teachers 
and Inuit community members in a certain direction and listening to them has forced me to 
look beyond my initial and often narrow views of teachers' perceptions and helped me to 
better understand their positionings. As a researcher, 1 learned that it was more important to 
allow participants to feel heard than to try to lead them to my perspective. 1 also realized that 
teachers experienced similar struggles to mine as they attempted to build and maintain 
relationships with their Qallunaat colleagues in the particular context of the North. 1 felt that 
it was essential as an Action researcher to sometimes push my agenda aside in order to better 
appreciate how the challenges of building and maintaining relationships with participants 
was a valuable part of my inquiry. 
Another implication for future researchers emerged from teachers comments when 1 
asked them to consider how their contributions to this project would benefit other teachers. 
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/~ Sorne teachers questioned their own legitimacy as researchers within an Action Research 
approach to research. This skepticism was made c1ear to me as participants expressed their 
need for me to provide more guidance as illustrated in the next excerpt from a conversation: 
Casandra: 1 hope we brought you enough ... sometimes it telt more like therapv. 
Nena: Somelimes some of the best things l've done have been pushed. 
Linda: But that's not PAR 
Nena: At limes 1 felt you didn't provide enough structure. 
David: [You should] make a teacher of the researcher in you. 
Caroline: Buf why didn 'f you jump in? 
Nena: But it's your research and your project ... 1 was resigning to be a participant ... 1 
wish 1 had more Faith that the school board would listen ... Are you going to publish 
something for tirst year teachers? Is it going to be applied? 
(Group conversation, 2002-2003) 
1 mentioned earlier that many teachers were disillusioned with the school board and skeptical 
about whether the KSB would listen to them. Their fiustration made them question how or if 
my Action Research Project would effect change. This conversation excerpt draws attention 
to a number of issues and tensions that researchers may experience. For example, assessing 
and judging the degree of involvement and commitment and reciprocity from participants are 
tensions that were always present during the research process. 1 often questioned how much 
guidance was necessary? 1 wondered about how much to guide participants and when to pull 
back? 
Another tension connected to my role as researcher and teachers' mistrust ofthe research 
process was because 1 wrote everything in English. As a non-funded graduate student, 1 
wrote my reports and dissertation in English, the dominant language in the research 
community. Yet, 1 felt that the power of the English language has not been addressed by the 
research community. 1 was dependent on the KSB as 1 did not have the means or resources 
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necessary for translation. Yet, translating documents is also problematic because translation 
is never neutral. If I had funded research, I would have worked as part of a team with an Inuit 
colleague. Another possibility would have been to learn Inuttitut. Yet, spending a year living 
in an Inuit community to learn Inuttitut would also be extremely costly. And would a year 
have been enough? How long must one spend to acquire appropriate use of a second 
language especially a non-mainstream language such as Inuttitut? During my time in 
Nunavik, I found it very challenging to create a sense of balance and equality within the 
research process wh en our shared language was English. This sense of inequality was 
especially disconcerting considering that there are three working languages in Nunavik: 
Inuttitut, English and French. As one teacher commented: 
This research ... the tact that it will be written in English, it is going to sit on a shelf and 
collect dust somewhere ... 1 benetited personallv a weat deal trom it but 1 don't think the 
school board ... have the will ... they don't know what we have to deal with up here. 
(George, teacher, 2002-2003) 
George raised two issues. First, George drew attention to another challenge I experienced as 
a non-indigenous researcher, the issue of translation. Translation is expensive and not always 
easily accessible. George also challenged the will of members of the KSB to turn the 
recommendations of this Action Research Project into actions. Many teachers like George 
who struggled to integrate in their host community felt abandoned by KSB members at the 
head office. Even though I tried to assure teachers that actions were already taking place 
through meetings and presentations with administrators of the school board, many teachers 
worried that their efforts would be useless to other Qallunaat teachers traveling to the North. 
One way in which the Kativik School Board could get more involved with their researchers 
and play a more active role in supporting teachers through their participation in the research 
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projects they endorse is keeping teachers informed of the ongoing research projects. For 
example, a simple news letter informing teachers through Nunavik of the different research 
projects going on and the KSB's intended plans for these projects might go a long way in 
creating a sense of shared purpose for teachers within the Kativik community. 
Another challenge 1 experienced was that at times, 1 felt frustrated with trying to rebuild 
relationships with Inuit community members who 1 had not seen in five years. 1 struggled to 
position myself as a researcher because 1 felt that many community members resented 
southern researchers "poking their no se" in their community. Although my previous 
experiences as a teacher in Nunavik opened the door in enabling me to engage in this Action 
Research Project, these past experiences did not guarantee trust when 1 returned as a 
researcher. 1 also knew that as an Action researcher my role would not be as clear to 
community members then in was returning as a teacher. My lack ofunderstanding Inuttitut 
limited communication of my intentions during information sessions and interviews. While 1 
wanted Inuit co mm unit y members to help me determine the path of the project, 1 was afraid 
to impose my project on them. 1 worried that Inuit community members accepted too easily 
and sometimes reluctantly the Qallunaat role of leader and often agreed to follow along 
despite their eventual misgivings. 
One mistake that many newcomers make when they first arrive in Nunavik is to try to 
correct situations they perceive as "wrong". For example, Nena expressed how she learned to 
deal with her frustration with what she perceived as social injustice by seeing herself as a 
"compassionate observer": 
We had a rape last year ... someone from a powerful fami/y ... It was really really 
terrible ... if 1 would have been in the South ... 1 would have rallied people in the 
community to do something ... 1 didn't ... It is not my place... What is asked of me is that 
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idea of the compassionate observer. And 1 struggle struggle struggle with that ... Where is 
that fine befween racism and calling a spade a spade? ... It is not that 1 am 
dispassionate ... 1 believe that community development and ... change ... has to come 
from them. It can't come from me. Then it is just another form of colonialism. So that's 
what holds me in check even if 1 am chomping at the bit. (Nena, teacher, 2002-2003) 
1 also learned to listen and observe without jumping to conclusions or interfering in Qallunaat 
teachers' and Inuit community members' lives. As an Action researcher, 1 had to leam to let 
go of this need to control the research pro cess and allow the voices of participants to guide 
the process of change. lronically, as participants sometimes struggled with what they 
perceived as my lack of guidance, they opened the door to a dialogue about "my research" 
and how it would benefit them. 
At the end of the year, teachers felt that they personally benefited from the Action 
Research Project that in tum provided an impetus for change. 
Linking Action Research with My Interdisciplinary Approach 
By engaging in a community-based research, participants and 1 applied the pedagogical 
principles of Action Research through sharing daily perceptions and reflecting how these 
evolved. In turn, the data the participants and 1 generated informed the existing theory in the 
areas of research on teaching, cross-cultural relations, Inuit education and narrative inquiry. 
By drawing on different theoreticallenses, through my inquiry 1 was able to confirm the need 
for teachers and researchers to reflect on their own views in order to situate their practices. 
Creating dialogic encounters and shared understandings demonstrates the importance of 
narrative as a way of knowing and seeing and the significant role that narratives can 
potentially play in the empowerment of culturally diverse speakers. An important outcome 
emerging from this study is that Qallunaat teachers need to see their role as helping to 
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facilitate the empowerment process through compassionately observing, listening and 
dialoguing with Inuit community members if the y wish to overcome barriers of social 
distancing in the North. In a more general context, 1 feel that aIl teachers need to be 
appropriately prepared and supported to work within cross-cultural contexts. Faculties of 
education and school boards need to pay particular attention to teachers who work with 
Indigenous populations and in development contexts. However, my contribution to 
knowledge in this inquiry stems from extending the concept of social distancing from the 
notion of a "spatial distance" that individuals or communities perceive between their realities 
to a number of descriptions of social distancing as demonstrated through Qallunaat teachers 
multiple positionings within Nunavik and illustrating tensions between Qallunaat and Inuit 
communities. In doing so, 1 have gone beyond traditionallinguistic definitions of community 
as a speech community. 1 argue for a more complex concept of communities within 
communities. 
1 argued earlier that an interdisciplinary approach enabled me to use more than one 
theoreticallens to make sense of my data and locate my inquiry with Qallunaat teachers. 
However, there are a number of concerns raised when using an interdisciplinary approach. 
One common criticism to interdisciplinarity is that it may be perceived as lacking in rigor or 
thoroughness. Another issue is that interdisciplinary researchers may not always present in 
depth theoreticallenses that are faithful to the discipline. Yet, the question arises about how 
much depth in each discipline must one explore and can one deal with? Concepts have 
historical antecedents within certain disciplines and it takes time to grasp the concepts within 
each discipline. Interdisciplinary research can be problematic in its theoretical grounding 
because concepts are taken out of their intended historical contexts. Can one apply a concept 
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from one discipline to a new discipline without compromising its integrity? Drawing from an 
interdisciplinary framework however can enable a researcher (or researchers) to better 
understand the problem from multiple perspectives. Researchers studying sorne of the most 
urgent challenges in our world such as the AIDS pandemie and global warming rely on 
interdisciplinary approaches to seek solutions. To focus only on one discipline without 
linking issues across disciplines might be unwise. In my inquiry, 1 felt that an 
interdisciplinary approach would facilitate a more global and inclusive understanding of the 
issues 1 raised. 
Collaborating in the School Community 
Since 1 spent most of my days at 
school working in the staff room, 1 was 
available to listen and to help out in 
different ways when teachers or 
administrators needed me. For 
example, the principal asked me to 
lead a collaborative school wide arts 
project. 1 also took many photos during Photo 46. Inuksuk Quilt- Grades 1-2 (CM) 
special events at school and posted them on bulletin boards in the hall ways such as First Day 
of School, Blueberry Picking Day, Visiting Musicians and Puppeteers. 1 shared my photos 
when 1 went out on the land by making posters and posting them at the community center. 1 
collaborated with one of the teachers in the study to make a souvenir power point 
presentation to show their families about their life in the North. 1 also organized a weekly 
after school art activity for students and joined in the cross-country ski club as illustrated in 
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Photos 46 and 47. As an Action researcher, it is imperative to participate in and contribute to 
community life. The community needs to see the action researcher as a participating, 
contributing community member, not merely a researcher in a "researcher role". Contributing 
back by having a physical presence at school and in the community and participating in 
community activities has enabled me to build trusting relationships with Qallunaat and Inuit 
community members. 
Having taught in the 
community before, 1 cared about 
many members in the 
community. 1 also grew very 
attached to teachers whom 1 felt 
were very committed to their 
work. While 1 did not see myself 
as a role model, teachers 
expressed appreciation of my 
efforts in the school and 
community reassured me. 
Dealing with Emotions 
Photo 47. 
Cross-Country 
Ski Club (CM) 
While residing in the North, one aspect of the fieldwork that 1 found most challenging 
was the emotional responses that teachers shared. Fieldwork is not only labour intensive but 
emotionally draining. 1 had no opportunity to remove myself from the site and reflect on the 
research process. It was very difficult to link teachers' perceptions of their lives in Nunavik 
to broader themes and draw out a coherent theoretical framework that would fit within 
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teachers' experiences. For ex ample , during the second weekly group conversation in the 
Collaborative Action Research Project, 1 asked teachers to try to define and clarify their 
feelings at the beginning of the school year. 1 wanted teachers to describe what the y were 
going through. However, in trying to relate their experiences, four of the se ven teachers 
became emotional and cried. Just trying to de scribe how they felt made them feel vulnerable. 
They were overwhelmed with their experiences and anxious about the intensity of their 
emotions. In chapter 5,1 quoted Eva at sorne length as she described her anxiety about 
feeling completely lost and worn out from her experience: " .... 1 am lost... there is like this 
big wall .... 1 don't know what ta teel because 1 don't have signs". As 1 sat silently trying to 
stay calm while teachers like Eva expressed their anxieties, 1 feH very uncomfortable. 1 later 
realized that by creating a space for teachers to express their feelings 1 had provided them a 
safe place to release sorne of their stress and confront their emotions. Sorne teachers came to 
see me later to tell me how beneficial they felt after having had the opportunity to share their 
anxieties and feel solidarity in recognizing that others felt like them. Teachers appeared to be 
locked into trying to understand their feelings and could not yet act on them. 1 understood 
that 1 was going to have to readjust my expectations and take the time necessary to listen to 
teachers. This realization became an important feature of the project because 1 was now 
aware of the extent to which teachers were struggling to keep their heads "above water". 
These conversations also made me aware of my different roles as researcher. 
Throughout my time conducting fieldwork, 1 shifted from one role to another. At times, 1 
felt like an empathetic listener or a compassionate observer and sorne participants referred to 
me as a therapist and a mentor. While 1 did not intend to be a mentor, sorne teachers 
expressed that my attitudes and contributions in the school and community encouraged them 
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to seek new personal and professional opportunities in the North and South. For example, 
sorne teachers followed me on outings on the land with Inuit community members. Other 
teachers spoke to me about pursuing graduate work in the South. In this respect, 1 was 
grateful to have inspired these teachers. However, 1 did not always feel comfortable being 
perceived as a therapist. While 1 felt that all researchers need to be empathie listeners and 
compassionate observers, 1 felt that being referred to as a "therapist" projected 
responsibilities that 1 did not feel qualified to assume. 1 mentioned earlier that 1 hoped to 
bring about a process of conscientization. Yet, teachers' perceptions of my different roles 
raised important questions concerning my roles as researcher. The following questions 
emerged: Where do researchers draw the lines in terms of the types of relationships they are 
going to develop? How do researchers account for how participants might perceive their 
varying roles? How do researchers establish authentic relationships with participants 
knowing that they will be "researching" them? How do researchers address participants' 
vulnerability? 
Many of the anecdotes 1 included throughout this text were recorded at the end of the day 
when new teachers had spent many hours in intense workshops, or during the course of the 
school year when teachers had fini shed their teaching hours but had to return to their 
professional and personal engagements. Many comments were therefore recorded while 
emotions were vibrant and still being processed. For example, du ring one weekly group 
conversation Cassandra described how teachers were allowing themselves to express sorne of 
their most intimate thoughts even though they might not be "politically correct": "some 
people say things [during interviews and group conversations] that they would never 
mention under normal circumstances". She understood that the circumstances under which 
teachers' spoke sometimes made them feel anger, frustration and despair and tinged these 
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teachers' ability to see beyond their present concerns. 1 often made use of teachers' 
reflections like Cassandra's to guide weekly group meetings. 
As teachers interpreted their photos or elaborated on issues discussed during their initial 
interviews, they also helped me identify which issues were more relevant for them and to 
their experiences. For example, during an individual interview, Linda talked about a shield 
she had developed: 
/ don't think / came here with a shie/d but IVe definite/y deve/oped one. And faced with 
the Jack of motivation or the insu/ts that the students threw at me, and 50 it's the Jack of 
motivation and then me having to be like weil, deep down / don't care, you're not hurting 
me, it doesn't bother me that you don't care. But / mean obvious/y it does and sO ... and / 
think if you weren't a confident person and if you weren't strong and if you didn't be/ieve 
in what you were doing and doing it the right way then the students response it wou/d 
destroy you each day, day in, day out ... / can show you their work, it is written "boring, 
boring, school sucks, 1 hate my teacher" everywhere. But that's just because it's hard for 
them. (Linda, new teacher, 2002-2003) 
Linda agreed that 1 could share her articulated need to protect herself and create a distance in 
order to confront the challenges in the c1assroom to our Weekly Group Conversation. 1 
wanted to see if other teachers felt like Linda about having to build a shield and not to be 
destroyed by how students demonstrated their lack of social investment through aggressive 
behaviours. By conducting parts of the data analysis with participants during my time spent 
in Nunavik, 1 also asked teachers to help me define a theoretical framework for their 
Qallunaat teacher identities. As discussed in chapter 3, on April 10, 2002, during one of the 
weekly group conversations with teachers participating in the Collaborative Action Research 
Project, 1 shared how 1 envisioned the concept of identity and asked teachers to contribute 
their perspectives. 1 learned that most teachers defined their identities in the North in 
opposition to their lives in the South. 1 now understand that if teachers are going to "feel at 
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home" in the North, they need to learn to relocate their identities within a northern context. 
QaIlunaat teachers need to break through social distancing. They need to build relationships 
with Inuit community members and the y need to confront the colonizing structures embodied 
within themselves and move beyond their southern perceptions. Qallunaat teachers with 
northern visions are those who see the positive changes in their teaching, build relationships 
with Inuit community members and are able to let go of their southern ideals. 
Assessing the Research Methods 
Interviews and group conversations exceeded my expectations because aIl participants 
gave so generously of their time and of themselves. However, since 1 engaged in such a large 
number of interviews, 1 found transcriptions very time consuming and at times the analysis 
overwhelming. 1 feel that 1 have only "bru shed the surface" of aIl the data 1 collected. 
Moreover, if 1 were to do this research again, 1 would reconsider the use of journals and 
classroom observations that 1 felt did not work as weIl as 1 expected. 1 might not have been 
clear enough with teachers about my expectations for journals and classroom observations. 
Considering that most teachers did not feel they were succeeding in their teaching, my 
presence in the classroom was an added stress. Many teachers feared being evaluated or 
misunderstood. Reflecting on how teachers repeatedly expressed how tired they feH, it is also 
understandable that writing three weeklong journal entries became an added burden to their 
heavy workload. 
Photos contributed to only three of the 21 group conversations. Yet, 1 feel that they were 
an important part of this inquiry. A number of researchers have addressed the use of 
photography as a visual tool (Banks, 2001; Harper, 1998,2002; Pink, 2001, 2006, Proser, 
1998; Rose, 2001). In this inquiry 1 used photos in two ways. 1 took photographs to document 
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my perceptions of the multiple contexts in Inuit education. I also asked teachers to take 
photos that best reflected their perceptions of their experiences in the North at different times 
of the year. The photos enabled me to connect issues from the community to the school and 
to "see" issues related to Inuit education in new ways. However, I felt that participating 
teachers had mixed feelings about taking photos as expressed during one of the final group 
conversations: 
Cassandra: ... When you take pictures it is because things are going weil ... the picture 
was he/ping me to see the good aspect. 
Nena: / think this is such a place of contrasts ... and / find sometimes in photos / can see 
that. .. What / find frustrating about photos ... whenever / wanted to take a picture ... / 
cou/dn't ... / had kids jumping into the photo or it wou/d /oose its natura/ quality. The 
moments that / really want to remember / rare/y have my camera and / think if / had my 
camera as soon as you look at something through the Jens then you change it and you 
freeze a moment that is fluid ... things are constantlv changing here, / think the photos are 
inherentlv /imited as a wav of representing mv experience here because / cou/d take a 
picture one moment and it wou/d be the moment after that wou/d be the significant [one]. 
David: We ail have gone somewhere and we took pictures of our trip ... [but] pictures 
and realitv are so different. .. the people that look at the pictures don't see the same 
thing and they don't fee/ the same [as the people /ooking at them] ... pictures are just a 
perspective. 
Eva: For me pictures tend to he/p to start a reflection. 
George: / enjoyed seeing commonalities in interpretations of photos especially from 
[teachers] from another village ... everyone ta/king about their photos reminded me of 
how fresh everything was for me and how untainted / guess my vision of the North was 
when / first Got here. (Group conversation, 2002-2003) 
While teachers appreciated how photos enabled them to see from different perspectives and 
reflect on their shared experiences, most of these teachers seemed ambivalent about the 
usefulness of using photography to create shared understandings of their experiences. Given 
the isolating and challenging context that teachers worked in, many teachers also expressed 
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feeling constrained by having to take pictures and weighed down by yet another chore to add 
to their heavy workload. Moreover, considering that teachers often felt ashamed of their 
accomplishments at school and in the community, taking photos might have been 
intimidating for them. It was difficult to capture the positive aspects of their experiences in 
the North that they were so very much trying to connect with. In another context, photos 
might have been more resonating. Using photography as a visual methodology poses 
interesting questions with respect to meanings, representations and use of photos. In a future 
study, 1 would reconsider how to use photography as a tool to facilitate teachers process of 
reflection that made them feel positive about their experiences rather than contributing to 
teachers feeling constrained and disappointed by their photos. 1 now realize that asking 
teachers to take photos of their perceptions was a task that sorne judged to be too demanding 
given their moods and work constraints. However, teachers' positive feedback towards the 
benefits ofweekly group conversations that 1 mentioned earlier confirms the importance of 
dialogic research. The need for teachers to hear their own voices came out loud and clear. 
Representing the Qallunaat Teacher Voices 
1 reflected on how best to represent Qallunaat teacher voices. When reviewing the 
transcripts, 1 found it extremely challenging to be immersed in aIl the intense emotions 1 
shared with teachers in the North from the comforts ofmy southern home. Listening to 
teachers' voices on the tapes created a distance but it made me rel ive the intensity oflife in 
an Inuit community. Yet, 1 knew that the realities of northern living quickly evaded me when 
1 returned to the South and 1 worried about how this distance would affect my data 
interpretation. 1 found White' s (1978) description of the process of data interpretation to be 
very pertinent to my own experience. White explains: 
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When we seek to make sense of su ch problematical topics as human nature, culture, 
society, and history, we never say precisely what we wish to say or mean precisely what 
we say. Our dise ourse always tends to slip away from our data towards the structures of 
consciousness with which we are trying to grasp them; or, what amounts to the same 
thing the data always resist the coherency of the image which we are trying to fashion of 
them. (p. 151-152) 
1 struggled with trying to create a coherent image of teachers' perceptions in Nunavik. It 
seemed that the more 1 read the transcripts the more the images in my head became blurred. 
Rereading the transcripts provided the space necessary to examine certain issues teachers 
discussed with sorne emotional distance. Rereading the transcripts also enabled me to trace 
teachers' experiences throughout the course of a school year. 1 could remove myself from the 
immediacy and urgency of challenging situations teachers lived. 1 therefore gained a clearer 
perspective of teachers' experiences. Like David who expressed in the prologue, "probably 
when 1 will return to the South after a certain time 1 will be able to judge with a better 
perspective ... to know more for myself who the Inuit are': 1 also felt 1 needed to leave the 
Inuit community to view the situation from a distance. 1 had to wait for my return to the 
South in June 2003 to find the distance necessary to plunge back into the data. Geertz (1983) 
refers to the "experience-near" and "experience-distant" concepts to distinguish between 
participants' perceptions and the researcher' s different levels of interpretation of participants' 
perceptions. In my inquiry, 1 learned that by experiencing and reflecting with participants in 
the North and interpreting teachers' northern experiences from the South, 1 was able to 
access issues from multiple standpoints and reflect on the issues raised by teachers from 
multiple perspectives. As 1 attempted to describe Qallunaat teachers' perspectives, 1 situated 
my observations somewhere in-between detailing teachers' daily experiences in their ho st 
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communities and tracing more general patterns of these teachers pro cess of change within 
their journeys to Nunavik. 
Research Contributions, Implications and Understandings, 
and Directions for Further Study 
Research Contributions 
By building on the research in Inuit education and the wide body of literature on 
constructivism and post-structuralism, 1 have tried to present my study of Qallunaat teachers' 
perceptions oftheir experiences in the North as an attempt to explore cross-cultural 
relationships and create bridges towards a more emancipatory model of education. Authentic 
and meaningful relationships between Qallunaat teachers and Inuit community members are 
dependent on teachers successfully relocating their southern identities in a northern context. 
The focus of social and economic changes in the North should not be dependent on Inuit 
children learning to adapt to southern educational institutions. Change must begin with 
Qallunaat teachers locating themselves within a postcolonial discourse that attempts to 
interrupt existing patterns by building relationships with Inuit students, their parents and 
other members of the Inuit community. 
Through a narrative inquiry ofteachers' lived experiences in the North, 1 have tried to 
redefine boundaries of Qallunaat teachers' perceptions oftheir roles and positions. 1 have 
also confronted the issues of social distancing between teachers and their host communities 
and explored possibilities for more successful relationships between Qallunaat and Inuit. 1 
have learned to see social distancing as a lack ofunderstanding of the other. This lack of 
understanding is characterized by a pro cess where Qallunaat teachers and Inuit community 
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members assign meaning and value to each others' actions without having an accurate 
understanding ofthe other's words and actions, and what the se signify. 1 did not realize the 
extent to which miscommunicated intents played a central role in perpetuating social 
distancing. However, 1 have also learned to see the potential on social distancing as a shared 
space with(in) which new meanings can emerge. Through this inquiry, 1 hope that 1 have 
contributed new insights into the lived experiences of teachers in the particular social, 
political, economic and cultural contexts of Nunavik. 1 also hope that the understandings that 
have emerged may assist not only second language teachers in Nunavik but teacher education 
programs and education policies that guide teaching practices. 
Implications and Understandings 
ln this section 1 highlight the three most important implications arising from my study 
and discuss my understandings of each one: 
• First Implication: Qallunaat teachers need to engage in self-reflection to become 
aware of their southern assumptions and better understand their multiple positionings 
in Nunavik. 
• Second Implication: Qallunaat teachers and Inuit community members need to 
create participatory interdependent partnerships by engaging in a dialogue regarding 
the impact of colonization on their assumptions. 
• Third Implication: Qallunaat teachers need to work with Inuit community members 
to find ways to recognize and validate each others' efforts, to break down the 
perceived cultural barriers and to better understand the other. 
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First Implication: 
Qallunaat teachers need to engage in self-reflection to become aware of their southern 
assumptions and better understand their multiple positionings in Nunavik. 
Exploring the processes by which Qallunaat teachers come to distance themselves from 
the Inuit community does not in any way justify their southern actions or colonizing 
attitudes. An Action Research approach encourages Qallunaat teachers to reflect on their 
views and actions as a starting place where they can relocate their identities and build 
common visions with Inuit community members. 1 strongly agree that "by looking through 
the lens of the colonizer and his systems of critique we only continue the hegemonic process 
experienced by the colonized" (Duran & Duran, 2000, p.98). However, a conscious effort to 
look behind this same lens and deconstruct the perceived views is an essential process to 
understanding how teachers' historical embeddedness in colonization affects their identities 
and how teachers' unintentional colonizing discourse might be interrupted, relocated and 
reconstructed. A possible solution to help teachers bec orne aware of their southern 
assumptions and better understand their multiple positionings in Nunavik would be to 
provide a pre-service "Cultural Sensitivity, Isolation and Dislocation" course in which 
teachers: a) reflect on their southern assumptions and, b) engage in dialogue with 
experienced Qallunaat and Inuit teachers who can share their perceptions. For example, 
during this pre-service "Cultural Sensitivity, Isolation and Dislocation" course, one could 
take a series of immediate problems that Qallunaat teachers will confront in a school or 
community setting such as: children on Hondas, elementary students smoking during recess, 
dealing with the crisis of a student who has been raped, a suicide, beluga hunting, students 
missing school for hockey tournaments, or students staying up late at night. One could 
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r- .. present these problems as scenarios or case studies in a workshop setting and ask mixed 
groups of Inuit and Qallunaat to problem solve these scenarios. One could use this workshop 
to generate ide as about how to problem solve interdependently. Most importantly, 1 would 
follow this initial problem solving session with a post-discussion forum comprised of only 
Qallunaat teachers to help them to identify their attitudes as a consequence of their cross-
cultural interdependent problem solving. In this forum, 1 would draw teachers' attention to 
the problems in mixed groups of Inuit and Qallunaat. 1 would use a round table forum as a 
dialogical means to draw specifie attention to issues su ch as: What conclusions do you make 
regarding the Inuit generated solutions? Who led the group? Did you listen to the Inuit 
member of your group? What was your attitude toward their solution? Did you see yourself 
as being more knowledgeable than they were? How much time did you talk or listen? What 
did you think of the attitudes of your Qallunaat colleagues? Did you learn anything about 
being from the South? Are you surprised by any of your responses? Do you feel you have 
learned anything from this activity? 
As part of the in-service component of the "Cultural Sensitivity, Isolation and 
Dislocation" course, Qallunaat and Inuit could continue this process of interdependent 
problem solving using issues that the y raise. 1 believe that social transformation for Qallunaat 
teachers must come from within themselves through interactions with their students, 
colleagues and community members. In order for this type of dialogue to take place, 
Qallunaat teachers must continuously see how their positionings within a post-structural 
discourse affects: 1) how they negotiate and relocate their identities in the North, and 2) how 
their social distance from the Inuit community might explain why they develop certain 
attitudes, behaviours, and actions that are not necessarily helpful to the present situation in 
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northern education. Creating dialogical spaces is essential for Qallunaat teachers to bec orne 
aware of their southern assumptions and better understand their multiple positionings in 
Nunavik. 
Second Implication: 
Qallunaat teachers and Inuit community members need to create participatory interdependent 
partnerships by engaging in a dialogue regarding the impact of colonization on their 
assumptions. 
Language and cultural barriers pose considerable obstacles when engaging in challenging 
conversations about concepts su ch as colonization. Nevertheless, this inquiry focused on 
finding the actions, activities, processes and ways through which Qallunaat and Inuit 
community members can better understand each other and achieve common pedagogical 
objectives within the school community. Throughout my fieldwork, Qallunaat and Inuit 
colleagues demonstrated repeatedly that language barriers while posing a challenge do not 
always impede mutual understanding during the facilitation of educational objectives. The 
ex ample of a special events day such as a "School Olympics" or "Community Clean Up 
Day" were planned by both Qallunaat and Inuit and included Inuit traditions as weIl more 
convention al southern games; it was conducted in three languages and communication 
challenges were overcome. Consequently, both Inuit and Qallunaat colleagues felt rewarded 
by contributing to and participating in these cross-cultural collaborative events. 
Despite the small successes shared by Qallunaat and Inuit community members, when 
considering Qallunaat teacher voices in Nunavik, it is essential to reflect on the impact of 
colonization within Inuit communities. In her book Reclaiming Indigenous Voice and Vision, 
Battiste (2000) argues: "Aboriginal consciousness cannot be maintained without first 
345 
challenging the assumptions of modern society" (p.193). Yet, how do Qallunaat teachers go 
about challenging their assumptions when they feellocked within this space of otherness and 
feel that their identities are threatened when they step out of their boundaries? Teachers need 
to create a dialogical space with the Inuit in which they can speak and listen to each other. 
Defining colonization from the multiple northern and southern perspectives is an essential 
first step which also represents a platform for further discussion and for creating shared 
understandings. For example, in a pre-service workshop with Qallunaat and Inuit community 
members, participants could learn together tackling a challenging concept such as 
colonization. Discussing the concept of colonization represents a dynamic and logical first 
lesson to create shared spaces between Qallunaat teachers and Inuit community members in 
Nunavik. Consequently, differing perceptions of the concept of colonization serves as a 
valuable learning too1. 
The Qallunaat teacher voices drawn from our conversations highlight a point of departure 
for initiating a cross-cultural dialogue about social distancing. For example, through the 
weekly group discussions, teachers learned to position themselves within a space that was not 
confined by their cultural borders. Group discussions facilitated the creation of a third-space 
that provided a place in which teachers could express their views and imagine possible 
solutions. Teachers helped one another better understand sorne of the reasons why they might 
not be succeeding in certain areas and encouraged each other by highlighting sorne of their 
successes. Since the teachers participating in the weekly group discussions expressed how 
helpful the process had been, and since many other teachers expressed the need for someone 
to listen to them, a possible solution would be to set up weekly group discussions for 
Qallunaat teachers like 1 did in every community. One could give teachers an hour release 
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time a week to participate in an hour long weekly discussion about their perceptions of their 
experiences. This activity could be easily mediated by an experienced teacher, administrator 
or even a professional from the community. Offering and giving teachers an opportunity to 
share their views and concems would in itself be a welcomed and therapeutic activity as they 
confront educational challenges in the North. 
Another possible solution for Qallunaat teachers and Inuit community members creating 
participatory interdependent partnerships would be to develop a bi-cultural mentoring 
pro gram for Qallunaat teachers. By bi-cultural, 1 mean that teachers are mentored by Inuit 
community members as weIl as "successful" Qallunaat teachers with experience in Nunavik. 
For example, many Qallunaat teachers in this inquiry expressed the need for Qallunaat 
advisors other than pedagogical counselors. The KSB could develop a pro gram in which 
"successful Qallunaat teacher mentors" are flown to the different communities in Nunavik 
for the purpose of an aftemoon workshop in which these teachers share their experiences 
dealing specifically with social, cultural and interpersonal issues. Such experienced teachers 
can be found in every school in Nunavik. They could easily be utilized in the service of 
colleagues in neighbouring villages. Many teachers who are overwhelmed with the 
challenges in northem education would bene fit from the testimonies of other teachers "like 
them" who have insights to share. 
An initial period of transition for new teachers to a northem setting could include the 
assistance of a mentor from the community. Often, new teachers benefit from the goodwill of 
a local community member who might visit them, introduce them to other community 
members and generally assist them with any questions the y might have. The efforts of these 
individuals could be recognized and formalized to facilitate the welcome of new teachers to 
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the north. Inuit community members have many positive contributions to make when invited 
appropriately. Through interacting with members of the Inuit community outside the contexts 
of the school Qallunaat teachers might gain a deeper awareness and respect for sorne of the 
values shared by their Inuit students. Inuit mentors could facilitate opportunities for dialogue 
and understanding the impact of colonization in the North through: a) an organized outing on 
the tundra, b) a weekly visit with an Inuit mentor in which teachers and mentors learn from 
each other and exchange foods, hobbies, stories and shared time, c) compulsory parent-
teacher interviews in Inuit homes to get the school out to the community providing Qallunaat 
teachers with an opportunity to visit their students' homes. Inuit mentors could assist teachers 
with these visits. Teachers should be given release time to accommodate their time spent 
with mentors. However, inviting Inuit community members to become mentors for Qallunaat 
teachers needs to be done with care and attention to the particular contexts of northern 
education so as to be genuinely inclusive and not patronizing. 
Battiste argues for the need to promote a partnership grounded in "fruitful 
interdependency" (Battiste, 2000, p. xiii) across cross-cultural relationships. Interdependency 
provides an Inuit perspective of identity that frames the concept of self "against the ground of 
community and nonhuman world" (Stairs, 1992, p. 123). It is a way to see identity as a two-
way relationship that moves forward through the complex webs of teachers' social relations. 
Battiste believes that dependency is an unavoidable aspect of teachers' identities. It requires 
that they rethink and create alternative encounters that empower both Inuit and Qallunaat 
individuals and affirm their solidarity. Empowerment for Qallunaat teachers needs to come 
from building relationships with their students and ultimately with other members of the Inuit 
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cornrnunity. Unless teachers feel that they are able to feel connected with people in the North 
they will not stay. 
Third Implication: 
Qallunaat teachers need to work with Inuit cornrnunity rnernbers to find ways to 
recognize and validate each others' efforts, to break down the perceived cultural barriers 
and to better understand the other. 
Harper (1997) warns that, "it is not cultural diversity per se that creates tensions and 
social umest, it is the values that get attached to the particular cultures and cultural practices" 
(p. 10). If Qallunaat teachers rernain on the margins, it is very challenging for them to 
negotiate their identities because the y are not recognized or valued as the kinds of teachers 
they want to be. In order to validate and recognize Qallunaat teachers' efforts, the Kativik 
School Board needs to reconceptualize teachers' workload to accommodate teachers' 
integration in Inuit cornrnunities. 
During my conversations with Inuit and Qallunaat participants l learned of numerous 
rneans through which Inuit cornrnunity rnernbers can rnake Qallunaat teachers feel we1come. 
For example, the school and comrnunity could organize a community feast to we1corne or 
thank teachers. There cou Id be an Inuit version of teacher appreciation week. The community 
and school could create regular opportunities for Qallunaat teachers to meet Inuit community 
members and learn from thern through seminars, teaching Inuit skills or language courses in 
Inuttitut, inviting community members to do an in-class activity or take students on an outing 
for a Friday afternoon to give teachers an afternoon free of planning. 
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These ideas are not new. Many of these praetices are attempted sporadieally thraughout 
the eommunities within the KSB. The diffieulty remains in establishing a polie y that makes 
these initiatives eonsistently applied so that the experiences of new teaehers do not vary 
aeeording to the years they begin their teaching assignment or the community to which the y 
are assigned. Welcoming initiatives need to be a continuous and consistent priority for the 
school board as a whole, not merely the efforts individual communities. Ideally, eaeh 
community school could create a teacher welcoming action plan that could be applied with 
the board's assistance and supervision over a long term period. 
The community in which 1 conducted my fieldwork enjoyed the valu able opportunity to 
engage in a cross-linguistic dialogue vis-à-vis the community FM station. On more than one 
occasion, the school teaching staff eonducted an "open mic" session with the community 
where parents and other stakeholders were able to call in and raise important and sometimes 
fun questions for Qallunaat and Inuit teaching staff. The FM station has also been a forum for 
individual teachers to express themselves creatively while contributing to the overall 
community. Teachers could have as their workload the opportunity to participate in a teacher 
night on the local FM radio station. "Teacher Night" on the FM could involve Qallunaat 
teachers accompanied by an Inuit community member doing weekly hour radio shows by 
playing their favourite music, involving the community in a tri via game, sharing their teacher 
profiles and asking community members to call-in to say hello or ask them questions. These 
activities can create opportunities where people can laugh together and get to know one 
another. Giving precedence to su ch activities gives an important message to Qallunaat 
teachers that not only are they validated by the members of their ho st community but that the 
KSB recognizes that community integration is an important part of a teachers' raIe and the 
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KSB is willing to give teachers "release time from their classrooms" in exchange for 
"contributions in the community". Release time is essential so that the school board 
demonstrates their seriousness regarding integrating teachers culturally, not just 
pedago gicall y. 
The Kativik School Board also needs to show their teachers that they are not only 
concemed about them at the beginning of the school year. Teachers need to know that the 
KSB is not simply "dropping" them into a community and then leaving them to fend for 
themselves. Teachers not only need to feel a sense of belonging in their ho st community but 
they need to feel that the KSB is another community looking out for their interests. Teachers 
need regular contact and multiple interactions with KSB representatives wh ether it be 
through a regular letter to the schools updating teachers on current issues or projects being 
discussed, and their possible implications for teachers. Creating a sense of belonging beyond 
the primary village in which teachers are residing may help teachers whose teaching 
community might not be meeting all their needs with regards to validation and recognition. 
Teaching Qallunaat teachers how to appreciate the efforts made by Inuit community 
members to encourage students to participate in school is another important area in which the 
KSB might want to get involved. As Qallunaat teachers interact with Inuit community 
members, they need guidance in recognizing and validating the efforts made by Inuit 
students, parents and community members. The KSB needs to find ways in which its 
members can find ways to create opportunities for shared dialogical shapes. Yet, how do 
Qallunaat and Inuit communities establish dialogical encounters when they do not 
necessarily share common practices in parenting or disciplining their children. One way to 
create empowering encounters between Inuit and Qallunaat is what Stairs (1991) and Wenger 
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(1998) refer to as "brokering", Ferguson (2000) calls "bridge building" and Bailey (2000) 
explains as "world traveling". Wenger (1998) explains, that brokering "requires an ability to 
manage carefully the coexistence of membership and nonmembership, yielding enough 
distance to bring a different perspective, but also enough Iegitimacy to be listened to" (p. 
110). While members of the Inuit and Qallunaat communities might not share common 
practices, they may find views of education that are transferable across and within their 
cultures. Brokering can create a shared dialogical space where new connections across 
communities can be developed over time and new meanings imagined. For example, by 
spending time together in school working on common projects and goals such as a "Special 
Event Days", or revising the schools code of conduct, Inuit and Qallunaat teachers share 
agency in creating a safe and enjoyable place for students to learn. 
Stairs (1991) suggests that "genuine two-way brokerage between native culture and 
formaI schooling validates native ways of learning, responds to urgent mainstream needs and 
is our collective path to success in native education" (p. 291). A two-way brokerage also 
implies that both Qallunaat and Inuit community members must be willing to make the 
efforts necessary to break down their cross-cultural barriers. In the epilogue to her book, 
Tompkins (1998) states: 
1 am corning to realize the universality of racism in our society and the need for aIl 
educators to try to examine and change their conscious and unconscious racist beliefs. 1 
think most Qallunaaq need help through orientations, in-service, and contact with Inuit to 
examine the racist attitudes that they bring with them by virtue of being non-native, 
main stream Canadians. Inuit educators too may have to examine prejudiced attitudes they 
have picked up from the dominant culture. (p. 130) 
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Tompkins confirms that the commitment to participation in northern education must come 
from both sides. Participation, according to Wenger (1998) is "the possibility of mutual 
recognition" and an important foundation for identity (p. 56). Interdependent participation 
implies that individuals mutually feel recognized in who they are and who they want to 
become. For Qallunaat teachers who might not want to become full members in the Inuit 
community, brokering provides a space to negotiate meanings across boundaries. They can 
commit to expanding their horizons in order to see where and how they can participate in 
brokering while remaining somewhat grounded in their own terrains. Sorne ex ample might 
relate to arts, music or culture and may inc1ude leadership from students, Qallunaat and Inuit 
teachers as weIl as members of the community. For example, by building community 
projects for students coordinated with school initiatives in which Qallunaat teachers can 
participate, the efforts of a small group of people can benefit the entire community. These 
types of projects su ch as, "Garbage Pick-Up Day", "Track and Field and Inuit Games Day", 
"Reading Week", "School Outing on the land", can model for students positive 
interdependent cross-cultural relationships and help them build bridges between shared 
values in their community and at school. 
Ellsworth (1989) explains that individuals must take the notion of dialogue within cross-
cultural encounters to a new level and place dialogue as a movement that propels people 
forward in "working together across differences" rather than within their differences (p.314). 
Brokerage practices may account for unequal power relations within cross-cultural 
relationships and might offer Qallunaat teachers more meaningful opportunities to face the 
implications of interacting in colonizing encounters. Through the dialogue stimulated by 
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working on a common project, individuals can feel empowered through their shared sense of 
agency. 
Directions for Further Study 
Listening to Qallunaat teacher voices can serve as a way to help implement policy that 
aims to address social distancing between these two cultural groups and create 
interdependent relationships within dialogical post-colonial cross-cultural contexts. Through 
sharing our experiences, teachers and 1 began the policy-making process. For example, by 
taking the time to listen to teachers share their perceptions during Orientation Week 1 was 
able to write a progress report to the KSB in which 1 made recommendations for the 
improvement of teacher preparation. Sorne of the recommendations su ch as, "offering a half 
day workshop teaching the Inuttitut language and modeling for new teachers the same 
cultural experience that they will immerse their students in" were applied the following year 
during orientation. 
This study has direct implications for policy regarding pre-service and in-service 
instruction of Qallunaat teachers at the Kativik School Board, Quebec Ministry of Education 
and the McGill Faculty of Education. For example, the KSB needs to place much greater 
emphasis on cultural education in the areas of racism, colonialism, and cultural sensitivity. 
The MEQ needs to allocate more funding towards the cultural integration of Qallunaat 
teachers in Nunavik through more extensive pre-service teacher education, in-service 
professional educational development days, workshops and, release time for teachers for 
professional advice in this area. The Mc Gill Faculty of Education needs to work more closely 
with the KSB to further develop ways to better prepare and support teachers who work in 
Inuit communities as weIl as cross-cultural settings. 1 offer a few suggestions: 
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• The Faculty of Education needs to find ways of working with in-service and pre-
service teachers to engage them in their own self-reflexivity about teaching and 
learning in diverse communities. There needs to be teacher involvement from the 
grassroots. Curriculum Reform and Action Research have been premised on the idea 
that one course is not going to create the type of long term optimal change that is 
desired. An ongoing series of summer institutes or institutes during the year that help 
teachers connect within and across their teaching communities and about differences 
within diverse communities provide them with opportunities to find a dialogic space 
to raise the issues that emerge from their teaching practices. 
• The Faculty of Education needs to move outside the walls of the education building. 
Teachers must be introduced to new communities and assisted in their work in these 
communities by actual participation in these communities. There needs to be a 
concerted effort to develop a practice teaching pro gram in the North for mainstream 
teachers. Student teachers need to be encouraged to do their student-teaching 
practicum in an Inuit community or in another community that is different from their 
expenences. 
• The Faculty of Education needs to consider preparing their teachers as researchers 
and as ethnographers rather than as transmitters of knowledge. 
• The Faculty of Education needs to establish a minor in teacher education specializing 
new educators in aboriginallindigenous teaching settings. For example, a minor in 
native education or certificate in native education similar to the ones that are offered 
in Physical Education, History or English as a Second Language may give students 
opportunities to move outside their traditional core courses. 
• The Faculty of Education needs to pay attention to its institutional ethos and model 
culturally appropriate pedagogies to ensure greater attention to cultural sensitivity 
whether educating teachers for northern or southern contexts. One of the recurrent 
themes emerging from this inquiry of Qallunaat teachers concerns how they deal with 
isolation. In the North, teachers who lack a sense of belonging may socially distance 
themselves from their surrounding community. While there is sorne element of 
isolation for teachers in a southern c1assroom, the southern teacher has quick 
accessibility to the restorative benefits of family, friends and familiar distractions. In 
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the South, teachers also have a number of alternate communities surrounding them 
such as hobbies, sports and a great variety of interests not readily available in the 
North. Southern teachers may suffer from exhaustion, stress and lack of purpose. 
However, in northern contexts these same stresses are multiplied by thousands of 
kilometers distancing teachers from the support they need to overcome these same 
stresses. Thus, Qallunaat teachers experience a "double isolation" because they are 
both geographically and socially isolated. Teachers in the North are far away from 
their homes and they cannot get any temporary escape from the difficult social and 
cultural issues they are confronting on a daily basis. Qallunaat teachers need to 
dramatically shift their perceptions about their positions in their host communities in 
order to adapt to the educational issues such as institutionalization, colonization and 
globalization as they are experienced within Inuit communities. Many Qallunaat 
teachers are perceived as transitory outsiders and not necessarily recognized as 
community members. Northern teachers need to relocate their identities in a very 
short time to find the rejuvenating benefits that enable them to carry on with a sense 
of well-being. Despite these differences between northern and southern teachers, 
there are a number of challenges that are common to any educational system. Among 
these challenges are how can teachers maximize diminishing resources? Public 
education is scrambling to keep up with changing technologies, increasing social and 
academic support for diverse students while trying to attract competent and 
committed professionals. It is difficult to experience genuine community in 
education al institutions that value performance and productivity above students 
needs. The North and South share sorne of these institutional pressures to varying 
degrees. If the Faculty of Education has as one of its goals to make teachers feel 
prepared to work in diverse contexts, priority needs to be given to the teachers' and 
their students' needs. Student-teachers need to experience the personal consideration 
and care of their professors and supervising teachers to bec orne attentive, committed 
and professional teachers themselves. This is difficult to accomplish when priorities 
are on numbers and budgets. Students and teachers alike need a space to express their 
concerns wh en feeling disillusioned and a lack of belonging. They need more 
structural support and mentoring, and their efforts need to be validated. The Faculty 
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of Education needs to find ways to recognize the challenges that teachers will face in 
the diverse contexts in which they will be teaching and create dialogical spaces with 
these teachers in order to create a sense of community and shared purpose. 
Through this inquiry, my goals are to provide a starting point for policy makers such as 
the Kativik School Board and the Quebec Ministry of Education, so that they may benefit 
from the experiences shared by Qallunaat teachers to better understand sorne of the 
challenges that teachers face with Inuit education in Nunavik. For example, my dissertation 
could be useful in designing courses for Qallunaat teachers or in restructuring pre-service and 
in-service education for teachers. The recommendations 1 pro vide at the end of this chapter 
are drawn directly from the experiences and concerns Qallunaat teachers shared with me. By 
presenting sorne of the teachers' concerns during administrative meetings, 1 was able to 
communicate to principals the need to recognize and validate teachers through disclosing 
sorne of their suggestions. In an attempt to break down cross-cultural barriers between Inuit 
and Qallunaat and build common ground, 1 am convinced of the need to explore what Duran 
and Duran (1995) refer to as the most daunting task individuals face for transforming the 
realities of colonialism, "overcoming the colonial mindset that so many of us have 
internalized" (p. 6). By tapping into teachers' perceptions of their experiences, 1 explored 
how teachers' voices were locked into a colonial mindset. This colonial mindset, in turn, 
created a social distance that prevented many of them from building relationships and 
investing within their host community. 
Through an Action Research approach, 1 began a process of change based on the needs of 
the Nunavik Community. 1 participated in finding solutions to facilitate integration of new 
Qallunaat teachers in Nunavik and improve support for Qallunaat teachers as they attempt to 
build cross-cultural relationships with Inuit community members. Through initiating a 
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dialogue about the challenges involved in building cross-cultural relationships, 1 hope to 
create a sense of empowerment within Qallunaat teachers and Inuit community members. By 
relating sorne of my own experiences as a former Qallunaat teacher and sharing my own 
process of self-reflection, 1 would like to assist and support other Qallunaat teachers in their 
process of self-reflection. 1 would also like to further explore with Qallunaat and Inuit 
teachers ways to encourage them to feel successful in their teaching in the North. 1 would 
like to meet the immediate needs and concerns of the se highly motivated but overwhelmed 
profession aIs through workshops, mentoring and cross-cultural projects. Based on my 
findings, as part of my future goals, 1 would like to develop a workshop in collaboration with 
other members of the KSB for Qallunaat teachers who are new to the Nunavik community. 1 
aiso wish to consider research in the area of administrative leadership throughout the 
communities of Nunavik and their role in supporting teachers. Many participants 1 spoke 
with mentioned the importance of good administrative leadership. Another important issue 
that needs to be addressed is the link between the academic achievement of Inuit students and 
the presence of Qallunaat teachers. Do race, class and gender of teachers affect the 
achievement of Inuit children? If so, how might this issue best be addressed? 
ln chapter 2, 1 mentioned the Silatunirmut Report (1992) because it stressed that one of 
the critical problems in the Kativik School Board was the high rate of teacher turnover. 
Specifically, the turnover rate for second-language teachers was highlighted at 30% per year, 
as most teachers keep their position for an average of only one to two years. Unfortunately, 1 
did not have access to more recent numbers. One further recommendation to the KSB and an 
interesting direction for further study would be to keep annual records indicating the number 
of Qallunaat teachers in Nunavik, their average length of time they stay, the distribution of 
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males and females, elementary and secondary, French and English teachers. Have these 
numbers changed over the years? What is the percentage of Inuit and Qallunaat teachers? 
What is the percentage of Qallunaat and Inuit principals? How long do they keep their 
assignments? How many Inuit teachers are being educated? What is the turnover rate of Inuit 
teachers? 
How other Inuit and Indigenous Communities in Canada and around the world have dealt 
with social distancing between Qallunaat and Inuit within their own communities is another 
are of interest 1 would explore. Issues of social distancing and challenges in building cross-
cultural relationships with colonized populations who have been colonized are both unique 
and widespread. For ex ample these issues have been raised with the Maori in New Zealand, 
Aboriginal populations in Australia, Native populations in the United States and within 
developing contexts internationally. In order to contain this thesis, 1 have limited these other 
contexts. My focus has been entirely on work within Nunavik. It might be fruitful to link my 
findings to other contexts. For example, are Qallunaat teachers across the Hudson Strait or 
Baffin Island experiencing similar concems to teachers in Nunavik? Have Nunavut 
education al authorities addressed these concems? Are other northem school boards asking 
similar questions that would benefit from a collective response from school boards 
throughout the Canadian North? What expertise can the Department of Indian and Northern 
Affairs Canada contribute to this issue? Could the Canadian govemment assist in the 
coordination of this effort from national and instructional perspectives? What have the results 
been, for example, in New Zealand, when a Maori curriculum and stronger emphasis on 
Maori teachers has been central? How might initiatives su ch as the Bilingual Pro gram of the 
Rock Point Project with the Navajo Nation in Northeast Arizona in the United-States serve as 
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examples for the direction of change in Nuvavik? What has been the impact of strong 
emphasis on Indigenous teachers and languages on achievement and on social integration? 
Looking Ahead 
Looking out on the tundra, 
Qallunaat teachers wonder about the 
future of their Inuit students (photo 
48). However, with the primary goal 
of Inuit education being self-
deterrnination, sorne researchers 
might wonder why Qallunaat 
teachers' voices should be let in, and 
Recommendations 
Photo 48. Looking Out on the Tundra (CM) 
under what conditions? When reflecting on these questions, 1 was guided by the KSB's 
mission statement inc1uded in chapter 2, that aims to guide the process of change. According 
to the mission statement, teachers are expected to become partners in the education of Inuit 
students. Yet, they feel that they are not allowed in. Since the Inuit no longer live isolated 
from the outside world, other important questions arise. How can teachers successfully guide 
Inuit youth to their goals of autonomy and self-government? And whose knowledge is 
considered legitimate or recognized to direct teachers in making such decisions? These 
questions and their answers remain areas of unresolved tension between Inuit and Qallunaat 
as they try to work in partnership within these somewhat conflicting educational tasks and 
goals. These are questions which 1 would also like to explore in the future. 
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Setting the Wheels in Motion 
When 1 was preparing my initial progress report to KSB, the assistant director general of 
the school board to whom 1 was addressing the report, asked that 1 include recommendations 
in my reports based on my observations. She explained that so often researchers submit 
reports addressing problems but omit to include possible solutions. Therefore, members of 
the KSB are left with interesting observations but, wondering about where to best direct their 
efforts. She also explained that she did not want these reports to sit on shelves. She wanted 
action. By ending my dissertation with recommendations made to the KSB from October 
2002 to February 2004, 1 am attempting to offer alternate routes for reflection on possible 
directions for change. My goal is to provide a working document leading to action. These 
recommendations 1 hope create a link between my theoretical and methodological 
frameworks of Qallunaat teachers' shifting identities and provide more concrete 
considerations of how to set the wheels in motion for creating dialogical spaces between the 
two communities. 
1 write these recommendations with the intent of addressing concerns regarding pre-
service and in-service education of Qallunaat teachers at the School Board, Quebec Ministry 
of Education and the McGill Faculty of Education. My recommendations are divided in two 
interconnected areas. 1 wrote the first set of recommendations in order to facilitate integration 
of new Qallunaat teachers in Nunavik. In the second set, 1 aim to provide recommendations 
to improve support for Qallunaat teachers as they attempt to build cross-cultural relationships 
with Inuit community members. 
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The recommendations that follow focus on specific ways in which the Kativik School 
Board might facilitate the integration of new Qallunaat teachers in Nunavik. It might be 
interesting and valuable to: 
• Design a course for Qallunaat teachers on the historical contexts of Nunavik and 
provide a framework in which teachers can better understand the impact of 
colonization on Inuit Education within a Canadian perspective. It would be beneficial 
for teachers to understand the history ofInuit communities if they are going to help 
reorient the future oftheir Inuit students. More specifically, it would be useful for 
teachers to know where to position themselves within the present contexts ofInuit 
education. 
• Address with teachers through a pre-service education course how they must go about 
effecting change and what attitudes, behaviours and expectations are appropriate 
when teaching within a developmental working environment and in keeping with the 
spirit of the Inuit goal of self-determination. 
• Prepare teachers for working with a disempowered school population. It would be 
beneficial for teachers to receive specific strategies and guidelines to understand the 
effects of lack of social investment in a socially disadvantaged population and to be 
aware ofhow the se will play out in the community and school. 
• Design a course to prepare new teachers to better de al with exceptional challenges in 
northem education such as family violence, substance abuse, high school drop out 
and suicide. Many Qallunaat teachers have never encountered challenges like those 
they have to deal with up North so their dedication often does not necessarily 
translate into success. It would be useful to guide and support teachers in these areas. 
• Discuss with new Qallunaat teachers during orientation sorne of the more common 
southem misconceptions of the North, to advise new teachers as they react to their 
first impressions and adapt to the culture ofthe North and to explain to new teachers 
sorne of the underlying reasons for obstacles to this respective adaptation. 
• Better prepare Qallunaat teachers for what they may expect from the Inuit community 
in terms of educational values before they travel to Nunavik and to guide teachers as 
they leam to readjust their expectations during their teaching assignment. 
• Consider preparing a more comprehensive handbook for new teachers. 
• Organize an information session for teachers in Montreal before they travel to the 
North. 
• Ask teachers who are leaving the North to prepare a package for the teachers 
replacing them including photos of the students and samples of students' work. 
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• 
• 
• 
• 
• 
• 
• 
Provide a structured period of time during orientation for new teachers to share their 
initial perceptions, questions or concerns. A team of Inuit and Qallunaat educators 
who have experience in the North could lead a guided discussion to help sensitize 
new teachers to cultural differences and guide them in their refIections, attitudes and 
actions. 
Address certain aspects of the modern Inuit culture that new teachers will encounter 
by providing examples that best highlight sorne aspects of contemporary Inuit life. 
Consider drawing specifie attention to Inuttitut language in a number of ways by: 1) 
introducing teachers to the most common linguistic differences between Inuttitut and 
English/French; 2) emphasizing the need to teach language by providing specifie 
pedagogical strategies to teach second language in the North; 3) offering Inuttitut 
language courses; and 4) offering a workshop teaching the Inuttitut language and 
modeling for new teachers the same cultural experience that they will immerse their 
students in. 
Allow more time for teachers to settle into their respective communities before they 
begin teaching. 
Introduce aIl new teachers to what is being taught at aIl levels and in aIl three 
languages so that teachers can better situate their teaching to fit within the rest of the 
school. This would pro vide an opportunity to build more cohesion within the schools 
of Nunavik across multiple languages, cultures and grade levels. 
Organize an overnight trip on the land at the beginning of the school year for new 
Qallunaat teachers in their teaching community. 
Initiate structures that will permit more productive and determined attention to 
empowering Qallunaat teachers and Inuit community members as they engage in 
cross-cultural team-building. 
The recommendations that follow focus on specifie ways in which the Kativik School Board 
might improve support for Qallunaat Teachers as they attempt to build cross-cultural 
relationships with Inuit community members. It might be interesting and valuable to: 
• Consider involving teachers in the planning of regional professional development 
days. 
• Use the knowledge and experiences of more senior teachers to guide new teachers. 
• Organize a sharing session during professional educational development days for 
teachers to exchange materials and ideas that have been successful in their schools. 
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• Ask the pedagogical counselors to: 1) provide teachers with successfullesson plans 
from teachers working in the different communities in the North already adapted for a 
northern context and specifically suited for a northern classroom; and 2) facilitate 
correspondence between teachers. 
• Provide a structured period oftime during professional development days for new 
teachers to share their initial perceptions, questions or concerns. A teacher with 
experience in the North could lead a guided discussion to help sensitize new teachers 
to local specificities ofNorthern teaching, to explain to new teachers sorne of the 
typical frustrations associated with a new teaching assignment in the North and, to 
guide them in their reflections, attitudes and actions. 
• Provide workshops addressing teachers' concerns regarding community social issues 
and the ways these impact the classroom. 
• Focus on strategies to deal with specific difficulties at the beginning of the year in 
terms of classroom management and second language education. 
• Consider exploring the types of support that could be provided to help teachers deal 
with the stresses associated with teaching in the North. 
• Allow more time for teachers to meet regularly in school to discuss specific 
pedagogical issues and to consider facilitating exchange between Inuit and QT 
through structured periods of time. 
• Provide opportunities for pedagogical inter -community exchange via the internet for 
teachers teaching the same levels and/or subject-matters. 
• Include a mandatory "cultural sensitivity" course for both Qallunaat and Inuit 
working in the schools which would begin before Qallunaat teachers go North and 
continue during their stay to facilitate communication between the two cultural 
groups. 
• Provide a structured mentoring program facilitating a two way exchange between 
new teachers, more experienced teachers and community members. 
• Further explore the qualities of strong administrative leadership and see how the se 
might best be facilitated and implemented. 
• Provide teachers with more c1ear and timely guidelines and expectations for year end 
exams. 
• Ask aIl teachers to provide a detailed year end student report that can be left in a file 
for aIl teachers (new and old). This report might include: 1) a list of programs covered 
and materials used during they year, 2) class routines and rules established and, 3) 
individual particularities of each student. 
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• 
• 
• 
• 
Guide Qallunaat teachers and Inuit community members in developing cultural 
sensitivity towards one another by pro vi ding a safe forum where they can discuss 
their perceptions of cross-cultural barriers to communication and suggest possible 
ways to engage in more constructive cross-cultural relationships. 
Draw specific attention to why Inuit students might resist their southern teachers and 
to provide Qallunaat teachers with strategies that might help them better respond to 
their students resistance and lack of social investment. 
Provide Qallunaat teachers with specific, constructive and consistent feedback on 
their teaching within the specific context of the North and to consider ways to 
validate Qallunaat teachers' efforts and positive contributions in the school. 
Develop a common educational vision in Nunavik and make Qallunaat teachers 
active participants in gui ding this vision. For example, include one Qallunaat teacher 
representative from each village to participate in an exchange forum addressing the 
aims and curriculum objectives of the KSB. 
• Design an in-service seminar on social distancing and its effects for both Qallunaat 
and Inuit working in the communities of Nunavik. It would be advantageous for 
Qallunaat and Inuit to understand how social distancing might best be addressed 
within the school and community and beneficial from teachers to have opportunities 
where they might interact with community members outside the work place. There 
are a number of race relation activities which include role plays by stakeholders as 
weIl as theatre performers. These highly instructional activities could be adapted to 
issues of social distancing pertaining to life in the North. 
• 
• 
• 
Provide an ongoing workshop in the North for Qallunaat teachers geared towards 
developing specific strategies on how to listen effectively with their students, staff 
members and Inuit community members. Listening skills are paramount for any 
newcomer to the North. The importance of active listening must be emphasized by 
the school board as a leadership tool for Qallunaat teachers. One way to practice this 
skill might be to incorporate skill instruction as a secondary focus or pre-service and 
in-service workshops. 
Initiate a process to formalize dialogue between the community and Qallunaat 
teaching body whereby community expectations are clearly defined, discussed and 
reviewed. It would be helpful for Inuit community members to more clearly and 
consistently articulate expectations of Qallunaat teachers and for Qallunaat teachers 
to get guidance in interpreting and responding to community expectations. 
Provide funding for community-based outreach projects distinct from the school 
environment that would involve teacher and community member initiatives and 
would benefit the community itself. It would be beneficial for teachers to have 
opportunities to interact with community members on common projects and foster 
relationships outside the school environment. 
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• 
• 
• 
Provide teachers with clear and consistent guidelines, expectations and feedback in 
adapting the educational curriculum to the unique context of the North. 
Validate Qallunaat teachers' efforts and positive contributions so as to assist in 
maintaining their constructive and positive attitudes throughout the year. 
To avoid reinventing the wheel in the long term, establish a joint consulting group 
between Qallunaat and Inuit representatives to examine how other Northern 
Communities in Canada and around the world have dealt with social distancing 
within their own communities. 
Gateway to Change 
Reflecting on the recommendations and looking back to my initial proposaI, 1 see that 1 
traveled to the North with the goal of exploring relationships between Qallunaat teachers and 
Inuit community members from the perspective of Qallunaat teachers. Starting from the 
plane ride to Orientation Week in Nunavik in August 2002,1 returned to Qallunaat 
perceptions of northern community living. By listening to many southern teachers, 1 have 
come to realize that there are numerous challenges in successfully building dialogue between 
the two communities working in the context of northern schools. Despite many good 
intentions and numerous positive lessons learned in the North, most Qallunaat teachers leave 
the North after a very short period of time. The main focus of my work has been to try to 
understand what Qallunaat teachers experience as they settle into an Inuit community and 
how their perceptions shift over time. Although there are challenges in building meaningful 
and authentic dialogue between the Inuit and Qallunaat communities, there is also a strong 
desire from both Inuit and Qallunaat to break the ice. 
One cannot fully understand one side without having heard the other. 1 have slowly 
begun to broaden my scope of inquiry to include the perceptions of Inuit community 
members as 1 try to understand Qallunaat teachers' experiences. While sorne members of the 
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Qallunaat and communities communicate their concerns, many quieter, though valued and 
experienced voices go unheard. l hope that the voices of Qallunaat teachers presented thus 
far have enabled a newfound awareness of sorne of the tensions existing between Qallunaat 
and Inuit relations and how Qallunaat teachers' identities are affected by them. 
Language creates an obvious barrier to communication. Attitudes and effort also play 
important roles in encouraging or preventing dialogue between these two communities. Often 
social distancing cornes from a lack of dialogue between the two cultural groups. 
Uncertainty, fear of the unknown and misinterpretation of another's intended meaning create 
very powerful barri ers to communication. This is where strong leadership becomes crucial in 
facilitating a direction for education that serves the needs of the students first. 
Sorne teachers might perceive insurmountable obstacles associated with teaching in the 
North. However, new teachers need not bec orne blinded by the illusion that their identities 
create a distance between their host community and their selves. According to Fox (1996): 
The illusion is not that intercultural communication exists, but that the construction of an 
embodied identity creates a barrier. Attitudes change. New language is created. New 
metaphors develop to translate new meanings more adequately. There are indeed ways of 
discovering how people can filter meaning through their own cultural world views in 
order to "get into" ... another worldview. (p.293) 
Learning to transcend or translate cultural meanings suggests individuals must first recognize 
that aIl meaning is culturally located and position their selves within a space that is not 
confined by their pre-existing cultural borders. l expressed in chapter 4 that Qallunaat and 
Inuit communities needed to create shared spaces to focus their visions. For Friedman 
(1998), the comprehension of this perceived difference between the self and other "involves 
the acknowledgment of the "common space" or "shared ground" of human agency as the 
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basis for the construction of difference and for the local specificities of alterity" (p. 143). 
Contemplating the ever increasing changes in the northern landscape, 1 would like to end 
with Photo 49 that symbolizes a shared space in which Qallunaat teachers can find new ways 
to envi sion their future within the "gateways" that Inuit community members are building for 
their children in Nunavik. 
Photo 49. Gateway to Change (CM) 
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EPILOGUE 
STANDING IN THE SOUTH FACING NORTH 
Photo 50. Fishing Trip Collage (CM) 
ln May 2003,1 was lucky to be invited to join Maggie, the kindergarten teacher, and her 
son to spend the weekend fishing at one of the lakes in the region (photo 50). Every year 
community members look forward to the spring wh en they can leave the village for a few 
days and return to their favourite fishing spot. During this long weekend, most community 
members travel together by snowmobile. Since the snow is soft at this time of year, Inuit 
cornrnunity members typically leave late into the evening after the sun has partially set. They 
drive through the night until the y reach their camp about four to five hours later. 
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After two wonderful days on the land, it was time to pack up and return to the village 
because school awaited the next day. Unfortunately, our four hour snowmobile ride turned 
into a 36 hour odyssey where it seemed like we would never make it home. During the 
weekend, the rivers had started to flow and our path had to be readjusted to avoid getting 
caught in open water. Dragging snowmobiles and Qamutiks [sleds] though the slushy rivers 
and rocky patches ofbare land and dealing with cold wet feet throughout the entire trip was 
exhausting (Photo 51). Even Inuit community members wondered whether we were going to 
have to be transported out by helicopter. Fortunately we made it back late in the afternoon. 
Photo 51. Returning to the Village (CM) 
Upon our arrivaI in the community, we were greeted by several Inuit men who helped us 
unload our Qamutiks and carried us to our homes on the back of their pick up trucks. Among 
them, Billy, the custodian at the school who had observed me aIl year as l sat in the staffroom 
and recorded notes on my laptop. He smiled and said, "Now you have something to write 
about in your journal'. Although l laughed at Billy' s' comment, l also took it as a lesson 
about how Inuit community members might have interpreted my inquiry. Similarly, when 
speaking to audiences in the South, 1 constantly questioned how they might interpret my 
words and actions. 
Much is lost in the interpretation of cultural events. Just as with language, an entire 
conceptualization and way of thinking must be altered when ideas and traditions are altered to 
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fit the needs of another community. As Shields (1991) argues, "mu ch to the frustration of the 
Northerners, the North has been defined solely in terms of Southern interests" (p. 165). Many 
experts have built their careers on their northern experience. The difference between a few 
days in the North and a year, however, makes a powerful difference in a southerner's 
conception of life in the North. Is a week spent in an isolated community sufficient time to 
accord expert status to a visiting observer? Can the local experiences of a local nurse, teacher, 
social worker or police officer from the South compare to the experience of a researcher 
visiting for one or perhaps two weeks? 
Southerners working in Nunavik often question each other on the amount of time spent 
in the North as a reference for what can and cannot be discussed with a shared sense of 
understanding. This calls attention to the extreme caution with which many Qallunaat speak 
about the Inuit communities. Sorne seek confirmation that the North is a wonderful place and 
embrace romanticized views. Others perpetuate stereotypes and await confirmation. Many 
move back and forth between admiration and frustration. Sorne cautiously dare to engage in 
real dialogue about the tensions and contradictions they perceive and risk exposing parts of 
themselves that they are not proud of. Whichever the case, the distance that is felt between 
southerners and their experiences with Inuit people are both apparent, complex, confounding 
and contradictory. 
Throughout my Action Research inquiry, 1 have come to understand how and why for 
many Qallunaat teachers in the North, the transition from their southern views to an 
understanding and appreciation of Inuit ways within northern communities does not go 
unnoticed. They spend their days negotiating their views with their students and colleagues. 
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Yet, their concerns remain unsettled and they remain at a loss for words as they attempt to 
describe their changing perspectives. 
1 felt that it is iny responsibility to break down the barriers associated with my perceived 
cultural differences and to build bridges to communication that will facilitate a better 
understanding of each other's knowledges and actions. Nevertheless, 1 was conscious of the 
inherent contradictions within my position as a privileged white southerner traveling to the 
North to share my knowledge with Inuit community members. 1 knew that 1 would 
eventually break from this community and respond to the often asked question addressed by 
to southerners: How long will you stay? 
Every time 1 share sorne of my reflections, 1 feel the need to understand my concerns that 
the stereotypes will continue. Yet, 1 need to communicate the desperation of the situation 1 
felt towards sorne of the events in the community. 1 feel a sense of responsibility for my 
former students as weIl as my friends and neighbours in the community. 1 have tried to be a 
compassionate observer and listener into aspects of Inuit community members' lives that are 
still deeply pers on al. Their lives are private affairs, not dramas to be viewed and judged by 
disinterested visitors. 1 feel that Inuit community members de serve more opportunities to live 
a life that is their own. 1 fear that my words will be misrepresented, that they will be 
redirected in ways of which 1 disapprove. Yet, 1 feel a deeply rooted need to speak. To 
maintain the silence is to continue the injustices. 
This inquiry looks to the future for new directions, new ways of perceiving the personal 
and professional relationships which bring northerners and southerners together. Yet, the 
sight of a polar bear' s tracks on the arctic snow, like so many marvellous creatures of the 
region, evokes in me the hope that the steps 1 have taken have a place, a sense of belonging 
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in a part of the world which has embraced my professionallife and personal consciousness 
(Photo 52). Like so many teachers before me and to follow, we leave our traces, our 
footprints on this remarkable place (Photo 53). The arctic can be both a powerful and 
vulnerable environment and place to live. It is my heartfelt wish that this study has taken 
steps that will encourage others to take the steps that will contribute to its betterment for the 
sake of the wonderful people who inhabit this unique land. 
Photo 52. Polar Bear Tracks (CM) Photo 53. Breaking the !ce (CM) 
373 
REFERENCES 
Abram, D. (1996). The Spell of the Sensuous: Pereeption and Language in a More-Than-
Human World. New York: Pantheon Books. 
Abrams, D. & Hogg, M.A. (Eds.). (1990). Social identity theory: Constructive and critical 
advanees. London: Harvester Wheatsheaf. 
Anderson, B. (1991). Imagined Communities: Reflections on the Origin and Spread of 
Nationalism. Revised Edition ed. London and New York: Verso, 1991, p. 5-7. 
Annahatak, B. & Bennett, B. (2002). Presentation on Inuit Culture and Education given to New 
Qallunaat Teachers during the Kativik School Board Orientation in Kuujjuarapik (Nunavik) in 
August 2002. 
Annahatak, B. (1998) Exploring the Cultural Canon Through Reflective Self Study. 
Unpublished Monograph. McGill University: Montreal. 
Annahatak, B. (1985). Thoughts of an Inuk Teacher. Education Express for Native 
Communities, 1(2), p.8-9. 
Astroff, D. (ed.) (2002). Anngutivik (Kativik School Board Annual Review 2001-2002). 
Kativik School Board, Dorval, Que., p.78-85. 
Bailey, A. (2000). Locating Traitorous Identities: Toward a View of Privilege-Cognizant 
White Character. In U. Narayan & S. Harding (Eds.) Deeentering the Center: Philosophy for a 
multicultural, postcolonial, and feminist world. Indianapolis: Indiana University Press, p. 283-
298. 
Bakhtin, M. M. (1986). Speech Genres and Other Late Essays. Austin, Texas: University of 
Texas Press. 
Bakhtin, M. M. (1981). The Dialogic Imagination. Austin, Texas: University of Texas Press. 
Banks, M. (2001). Visual methods in social research. London: Sage Publications. 
Battiste, M. (2000). Maintaining Aboriginal Identity, Language, and Culture in Modern 
Society. in M. Battiste (Ed.) Reclaiming Indigenous Voiee and Vision. Vancouver: UBC Press, 
p. 192-208. 
Battiste, M. (Ed.) (2000). Reclaiming Indigenous Voiee and Vision. Vancouver: UBC Press. 
Battiste, M. (1998). Enabling the Autumn Seed: Toward a Decolonized Approach to 
Aboriginal Knowledge, Language and Education. Canadian Journal of Native Education, 
22(1), p. 17-27. 
374 
r-.. Bhabha, H. (1994). The Location of Culture. NY: Routledge. 
Bhabha, H. (1990). The Third Space: Interview with Homi Bhabha. In J. Rutherford (Ed.). 
Identity, Community, Culture, Difference., p. 222-237. 
Bourdieu, P. (1984). Distinction: A Social Critique of the Judgement of Taste. London: 
Routledge. 
Bowering, G. (2003). Stone Country. Toronto: Penguin Canada. 
Brinton Lykes, M. (1999) Telling Stories- rethreading lives: Community education, women's 
development and social change among Maya Ixil. International Journal of Leadership in 
Eudcation, 2(3), p. 207-227. 
Bruner, J. (1986). Actual Minds Possible Worlds. Cambridge: Harvard University Press. 
Castellano, M. B. (1993). Aboriginal Organizations in Canada: Integrating Participatory 
Research. In P. Park, M. Brydon-Miller, B. Hall & T. Jackson (Eds.) Voices of Change. 
Toronto: OISIE Press, p. 145-156. 
CBC News Online (2005). http://www.cbc.ca/news/background/climatechange. 
Chataway, C. J. (2001). Negotiating the Observer-Observed Relationship. In From Subject to 
Subjectivities: A Handbook of Interpretive & Participatory Methods. Ed. By Deborah L. 
Tolman & Mary Brydon Miller. New York University Press, 2001. p. 239-255. 
Clifford, James. (1988). The predicament of culture. Cambridge, MA: Harvard University 
Press. 
Clifford. J. & Marcus. G.E. (Eds.) (1986). Writing Culture. The Poetics and Politics of 
Ethnography. Chicago: University of Chicago Press. 
Coates, K. (1985). Canada's Colonies. Toronto: Lorimer. 
Cochran-Smith, M. & Lytle, S. L. (1993). Inside/Outside: Teacher Research and Knowledge. 
New York: Teachers College Press. 
Collins, Patricia Hill (1991). Learning from the Outsider Within: the Sociological Significance 
of Black Feminist Thought. In Beyond Methodology. Feminist Research as Lived Research. 
(eds.) M. M. Fonow and J. A. Cook, Indiana University Press, Bloomington. 
Crago, M.B., Annahatak, B. & Ningiuruvik, L. (1993). Changing Patterns of Language 
Socialization in Inuit Homes. Anthropology and Education Quarterly, 24(3), p. 205-223. 
Crago, M.B. & Eriks-Brophy, A. (1992c). Culture, Conversation, and Interaction: Implications 
for Intervention. In Pragmatics of Language: Clinical Practice Issues. San Diego: Singular 
Publishing Group. 
375 
Cram, J. (1985). Northern Teachers for Northern Schools : an Inuit Teacher-Training Program. 
McGill Journal of Education, 20 (2). 
Cummins,1. (1994). Knowledge, power, and identity in teaching English as a second language. 
ln F. Genese Educating second language children: The whole child, the whole curriculum, the 
whole community. Cambridge: Cambridge University Press, p. 33-56. 
Dorais, L-J. (1997). Quaqtaq : Modernity and identity in an Inuit community. Toronto: 
University of Toronto Press. 
Dorais, L-J. (1995). Language, Culture and Identity : Sorne Inuit Examples. Canadian Journal 
of Native Studies, 15(2), p. 293-308. 
Dorais, L.J. (1993). From Magic Words to Word Processing: A History of the Inuit Language, 
Iqualuit: Arctic College. 
Dorais, L.-J. (1992). La situation linguistique dans l'Arctique. Etudes / Inuit / Studies, 16(1-2), 
p.237-255. 
Dorais, L.-J. (1991). Language, Identity and Integration in the Canadian Arctic. North Atlantic 
Studies, 3(1), p.18-24. 
Dorais, L.-J. (1990). Inuit Uqausiqatigut / Inuit Languages and Dialects. Iqaluit : Arctic 
College, Nunatta Campus. 
Dorais, L.-J. (1989). Bilingualism and Diglossia in the Canadian Eastern Arctic. Arctic, 42(3), 
p.199-207. 
Dorais, L.-J. & Collis, D. (1987). Inuit Bilingualism and Diglossia. Quebec: Centre int. sur le 
bilinguisme, U. Laval. 
Dorais, L.-J. (1985). Survival and Development of the Inuit. Language Translation of the 
article in Laurentian University Review, 18(1). 
Dorais, L.-J. (1981). A Few Thoughts on the Language of the Inuit. Canadian Journal of 
Native Studies, 1(2), p. 303-309. 
Dunlop, R. (1999). Beyond Dualism : Toward a Dialogic Negotiation of Difference. Canadian 
Journal of Education. 24(1), p. 57-69. 
Duran, E. & Duran. B. (2000). Applied Postcolonial Clinical and Research Strategies. M. 
Battiste (Ed.) Reclaiming Indigenous Voice and Vision. Vancouver: UBC Press, p. 86-100. 
Duran, E. & Duran. B. (1995). Native American Postcolonial Psychology. Albany, NY : State 
University Press. 
376 
Ellsworth, E. (1989). Why doesn't this feel empowering? Working through the repressive 
myths of critical pedagogy. Harvard Education Review 59 (3), p. 297-324. 
Emmerson, C. (1996). The Outer Word and Inner Speech: Bakhtin, Vygotsky, his disciples and 
critics. H. Daniels (Ed.) An Introduction to Vygotsky. London: Routledge, p. 123-142. 
Eriks-Brophy, A. & Crago, M.B. (1992). Maintaining Face: Elementsfrom Classroom 
Discourse with Inuit Children. Montreal: McGill Univ. ; School of Hum. Corn. Dis. 
Exploration Maps and Images (2001). 
http://www.canadiana.org/hbcCpopups/PAMtraderoutes_e.htm. 
Ferguson. A. (2000). Resisting the Veil of Priviledge: Building Bridge Identities as an Ethico-
Politico of Global Feminisms. In U. Narayan & S. Harding (Eds.) Decentering the Center: 
Philosophy for a multicultural, postcolonial, and femin ist world. p. 189-207. Indianapolis: 
Indiana University Press. 
Fine, M. (1999). Working the Hyphens: Reinventing Self and Other in Qualitative Research. In 
Denzin, N. K. and Lincoln, Y.S. Handbook of Qualitative Research. Thousand Oakes: Sage. p. 
70-82. 
Fine, M. (1994). Distance and Other Stances: Negotiation of Power Inside Feminist Research" 
in Gitlin (ed.) Power and Method: Political Activism and Educational Research. New York: 
Routledge. 
Flatherly, R. (1920, 1997) Nanook of the North. National Film Board of Canada. 
Fortes, M. (1970). Social and Psychological Aspects of Education in Taleland. J. Middleton 
(Ed.) From Adult to Child: Studies in the Anthropology of Education. New York: N aturai 
History Press. 
Foucault, M. (1980). Power/Knowledge. New York: Pantheon. 
Fox, C. (1996). Listening to the Other: Mapping Intercultural Communication in Postcolonial 
Educational Consultancies. In Paulston, R. G. (Ed.) (1996). Social Cartography: Mapping 
Ways of Seeing Social and Educational Change. New York: Garland Publishing. 
Freire, P. (1970). Pedagogy of the Oppressed. New York: Continuum. 
Friedman, S. S. (1998). Mappings: Feminism and the Cultural Geographies of Encounter. New 
Jersey: Princeton University Press. 
Gee, J. P. (2001). Identity as an Analytic Lens for Research in Education. In Reviewof 
Research in Education (25), p. 99-126. 
377 
Gee, J. P. (2000). The New Literacy Studies: from 'socially situated' to the work of the social. 
D. Barton, M. Hamilton & R. lvanic (Eds.). Situated Literacies. Routledge: London 
Geertz, C. (1983). Local Knowledge. New York: Basic Books. 
Grey, M., Adams, J., Epoo, E. & Padlayat, J. (Nunavik Educational Task Force). (1992). 
Silatunirmut : sur le chemin de la sagesse: rapport final du Groupe de travail sur l'éducation 
au NunaviklSilatumimut : the Pathway to Wisdom : Final Report of the Nunavik Educational 
Task Force. Lachine: Makivik Corporation. 
Guanipa, C. (1998). Culture Shock. : http://anthro.palomar.edu/change/default.htm. 
Hall, S. (1990). Cultural Identity and Diaspora. In J. Rutherford (Ed.). ldentity, Community, 
Culture, Difference. p. 222-237. 
Hamelin. L.-E. (1984). Managing Canada's north: challenges and opportunities: rapporteur's 
summary and comments' in Canadian Public Administration/ Administration Publique du 
Canada 27(2), p. 165-181. 
Harper, D. (1998). On the authority of the image: Visual methods at the crossroads. In N. 
K. Denzin & Y. S. Lincoln (Eds.), Collecting and Interpreting Qualitative Research. 
Thousand Oaks, London, & New Delhi: Sage. 
Harper, D. (2002). Talking about pictures: A case for photo elicitation. Visual Studies, 
17 (1),13-26. 
Harper, H. (1997). Difference and diversity in Ontario schooling. Canadian Journal of 
Education. Toronto: Spring 22(2), p. 192. 
Harré, R. & Gillet, G. (1994). The Discursive Mind. London: SAGE Publications. 
Hilfiker, D. (1994). Not AU of Us are Saints: A doctor's joumey with the poor. New York: 
Ballantine Books. 
Hines, M. (1958). School-house in the arctic. London: Geoffrey Bles Ltd. 
Hingley, 1. (2000). Transforming the Realities of Colonialism: Voyage of Self-Discovery. In: 
M. Battiste (Ed.). Reclaiming Indigenous Voice and Vision. Vancouver: UBC Press. 
Hogg, M.A. & Abrams, D. (1990). Social Identifications: A social psychology of in tergroup 
relations and group processes. New York: Routledge. 
Holland, D., Lachicotte, W. , Skinner, D. & Cain, C. (1998). ldentity and Agency in Cultural 
Worlds. Boston: Harvard University Press. 
378 
hooks, b. (1999). Embracing Freedom: Spirituality and Liberation. In S. Glazer (Ed.). The 
Heart of Learning: Spirituality in Education. New York: Jeremy P. Tacher., p. 113-129. 
hooks, b. (1989). Talking Back: Thinking Feminist, thinking Black. Boston: South End Press. 
hooks, b. (1984). Feminist Theory from Margin to Center. Boston: South End Press. 
Houston, J. (1995). Confessions of an Igloo Dweller. Toronto: M&S. 
Hunter, J. (1997). Multiple Perceptions: Social identity in a multilingual elementary classroom. 
ln TESOL Quarterly, 31(3), p. 603-611. 
Indian and Northern Affairs Canada. (2006). http://www.ainc-inac.gc.ca/pr/info/info14_e.html. 
Ivanic, R. (1998). Writing Identity: The discoursal construction ofidentity in academic writing. 
Philadelphia: Benjamins. 
Kativik School Board (2002). Mission Statement (Handout distributed to New Qallunaat 
Teachers during the Kativik School Board Orientation in Kuujjuarapik (Nunavik) in August 
2002. 
Kativik School Board Educational TV. (1996). Crossroads of Change. (Part 1: History of 
Nunavik, Part II: The Economic Challenge, Part III: A New Political Era) 
Kativik School Board Educational TV. (1993). In The Footsteps of Our Ancestors. 
Kemp, W. B. (1991). A Review of the Inuit Teacher Training Program. Presented to the 
Nunavik Educational Task Force, May 1991. 
Kirby, S. L., & McKenna, K. (1989). Experience, research and social change: Methodsfrom 
the margins. Toronto: Garamond Press. 
Kobayashi, A. (1994). Coloring the field: gender, "race" and the politics of fieldwork. 
Professional Geographer, 46, p. 73-80. 
Kunuk, Z. (c2000). Attarnajuaq [The Fast Runner]. National Film Board of Canada. 
Lather, P. (1991). Getting Smart. New York: Routledge. 
Lave, J. & Wenger, E. (1996). Practice, person , social world. In H. Daniels (Ed.) An 
Introduction to Vygotsky. London: Routledge, p. 143-150. 
Lefebvre, H. (1991) The production of Space. N. Donaldson-Smith trans., London: Basil 
Blackwell. 
Lefebvre. H. (1974). La Production de l'Espace. In Homme et la Société. 31-32, p. 15-32. 
379 
(~ Lemecha, V. (2000). The Feminist Reconstruction of Space: An Introduction. L.W. May (Ed.) 
The Feminist Reconstruction of Space. St. Norbert (Manitoba): St. Norbert Arts and Cultural 
Centre, p. 7-13. 
Lowell, J. (1990). PCBs in Inuit Women's Breastmilk. In M. Crnkovich (ed.) "Gossip" A 
Spoken History ofWomen in the North. Ottawa: Canadian Arctic Resources Committee, p. 89-
91. 
Maguire, M.H. (1994). Cultural Stances Informing Storytelling among Bilingual Children in 
Quebec. In Comparative Education Review, 38(1), p. 115-143. 
Maguire, M.H. & Graves, B. (2001). Speaking Personalities in Primary School Children's L2 
Writing. In TESOL Quarterly, 35(4), p. 561-593. 
Maguire, M.H & McAlpine, L. (1996). Attautsikut/Together : Understanding Cultural Frames 
of Reference. The Alberta Journal of Educational Research. XLII(3). p. 218-237. 
Maguire, M. H. & McAlpine, L. (1994). AttautsikutlTogether: Qitiqliq Secondary School 
(Exemplary Schools Project Technical Report). Toronto: Canadian Education Association. 
McAlpine, L. & Crago, M. (1995). The Induction Year Experience in a Cross-Cultural Setting. 
In Teaching and Teacher Education, 11(4), p. 403-415. 
Memmi, A. (1969). Dominated Man: Notes towards a portrait. Boston: Beacon Press. 
Merleau-Ponty, M. (1962). Phenomenology of Perception. Routledge & Keegan Paul: London. 
Minick, N.J. (1996). The Development ofVygotsky's Thought: An introduction to Thinking 
and Speech. H. Daniels (Ed.) An Introduction to Vygotsky. New York: Routledge. p. 28-52. 
Mitchell, C. & Weber, S. (1999). Reinventing Ourselves as Teachers. Falmer Press: London. 
Mueller, C. (2006). Creating a Joint Partnership: Including Qallunaat Teacher Voices Within 
Education Policy. International Journal of Inclusive Education. 10(4-5), p. 429-447. 
Mueller, C. (2001). The Piecing of Identity: An Autobiographical Investigation of Culture and 
Values in Language Education. Unpublished Masters Thesis. Montreal: McGill University. 
Nappaaluk, M. (2002). Sannaq. Translated into French by Bernard Saladin d'Anglure (2002). 
Paris: Stanké. 
Narayan. U. & Harding. S. (Eds.) (2000). Decentering the Center: Philosophy for a 
multicultural, postcolonial, and femin ist world. Indianapolis: Indiana University Press. 
Nunavik Official Tourist Website (2006). www.nunavik-tourism.com. 
380 
.~ ..• Park, P., Brydon-Miller, M., Hall, B., & Jackson, T. (1993). Voices of Change: Participa tory 
Research in the United States and Canada. Toronto: OISE Press. 
Peirce, B.N. (1995). Social identity, investment, and language learning. TESOL Quarterly, 29, 
p.11-31. 
Pendersen, P. (1995). The Five Stages of Culture Shock: Critical Incidents Around the World. 
Westport, Conn.: Greenwood Press. 
Pennycook, A. (1990). Critical Pedagogy and Second Language Education. System, 18(3), p. 
303-314. 
Petersen and Bosch (2002). (http://www.extension.umn.edulinfo-u/familiesIBE938.html). 
Pink, S. (2006). The future of visual anthropology : engaging the senses / London; New 
York: Routledge. 
Pink, S. (2001). Ethnographic Photography as Printed Text. In Pink, S. Visual Ethnography. 
Thousand Oakes: Sage. p. 121-137. 
Prosser, J. (Ed.) (1998a). Image-based research: A sourcebookfor qualitative research. 
London: Falmer Press. 
Reason, P. & Bradbury, H. (2001). Handbook of Action Research: Participative Inquiry and 
Practice. London: Sage. 
Ristock, J. L. & Pennell, J. (1996). Community Research as Empowerment. Toronto: Oxford 
University Press. 
Rose, G. (2001). Visual methodologies. London: Sage. 
Rupinder, J. (1987) Making Northern Education Work: Some Problems and Possible Solutions 
Among the Inuit of Quebec. Thesis submitted in partial fulfillment of the requirements ... 
Cambridge, U.K. 
Saïd, E. (1978). Orientalism. New York: Routledge. 
Sâkéj, J. (2000a). Postcolonial Ghost Dancing: Diagnosing European Colonialism. In M. 
Battiste (Ed.) Reclaiming Indigenous Voice and Vision. Vancouver: UBC Press, p. 57-76. 
Sâkéj, J. (2000b). Ayukpachi: Empowering Aboriginal Thought. In M. Battiste (Ed.) 
Reclaiming Indigenous Voice and Vision. Vancouver: UBC Press, p. 248-278. 
Schwandt, T. A. (1997). Qualitative Inquiry: A Dictionary of Terms. London: SAGE 
Publications. 
381 
Shields, R. (1991). Places on the Margin: Alternative Geographies of Modernity. London: 
Routledge. 
Smith. L.T. (2000). Kaupapa Maori Research. In M. Battiste (Ed.) Reclaiming Indigenous 
Voice and Vision. Vancouver: UBC Press, p. 209-224. 
Smith, L. T. (1999). Decolonising Methodologies: Research and Indigenous Peoples. London: 
Zed Books. 
Soja, E. (1989). Reassertions: Towards a Spatialized Ontology. Postmodern Geographies: The 
Reassertion of Space in Critical Social Theory. NY: Verso, 1989. 
Stairs, A. (1996). Human Development as Cultural Negotiation: Indigenous Lessons on 
Becoming a Teacher. Journal of Educational Thought, 30(3), p. 217-237. 
Stairs, A. (1994). The Cultural Negotiation of Indigenous Education: Between 
Microethnography and Model-Building. Peaboy Journal of Education, 69)2, p. 154-171. 
Stairs, A. (1992). Self-Image, World-Image: Speculations on Identity from Experiences with 
Inuit. Ethos, 20(1), p.116-126. 
Stairs, A. (1991) Learning Processes and Teaching Roles in Native Education: Cultural Base 
and Cultural Brockerage. The Canadian Modem Language Review, 47(2). 
Stairs, A. (1990). Questions behind the Question ofVernacular Education: A Study in Literacy, 
Native Language and English. English Quarterly, 22, p. 103-124. 
Stairs, A. (1987). Evaluating thee Role of First Language in Native Education: Developmental 
Results in a Canadian Inuit Setting. Paper presented at the American Education Research 
Association AnnuaI Meeting, Washington D.C., 1987. 
Stairs, A. (1986) Child Observation Project : Inuit Teacher Training (COP/TT) 1979-1985. 
Paper prepared for Symposium '85 on Inuit Education, Kuujjuaq, 1985. 
Stairs, A. & Annahatak, B. (1986) The Impact of Early Primary Inuktitut-Language Education 
in Kativik Schools : Phase l, 1984-1985. Dorval: Kativik School Board. 
Stocek, C. (1998). Being your own best teacher in light of being an other. Unpublished Masters 
Thesis. Montreal: Concordia University. 
Stonebanks, C. D. (2005). James Bay Cree Students and Higher Education: Issues of Identity 
and Culture Shock. Unpublished Doctoral Dissertation, Mc Gill University, Quebec. 
Tajfel. H. (Ed.). (1982). Social Identity and Intergroup Relations. Cambridge: Cambridge 
University Press. 
382 
Tajfel, H. & Turner, J. C. (1979). An Integrative theory of intergroup conflict. In W.G. Austin 
& S. Worchel (eds.) The Social Psychology of In te rg roup Relations, Monterey, CA: 
Brooks/Cole, p. 33-47. 
Taylor, C. (1994). The Politics of Recognition. In A. Gutmann (Ed.) Multiculturalism. 
Princeton, New Jersey: Princeton University Press, p. 25-74. 
Taylor, C. (1991). The Dialogical Self. D. R. Hiley, J. B. Bohman & R. Shustennan (eds.) The 
Interpretive Turn: Philosophy, Science, Culture. Ithaca: Cornell University Press, p. 304-315. 
Taylor, D. M. (2002). The Questfor Identity. London: Praeger. 
Taylor, D. M. (1997). The Quest for Collective Identity: The Plight of Disadvantaged Ethnie 
Minorities. Canadian Psychology, 38 (3), p.174-190. 
Taylor, D. M. (1990). Carving an Inuit Identity: The Role of Language in the Education of 
Inuit Children in Arctic Quebec. Dorval: Kativik School Board, 1990. 
Taylor, D.M. & Wright, S. C. (1989). Language Attitudes in a Multilingual Northern 
Community. Canadian Journal of Native Studies, 9(1), p. 85-119. 
Taylor, D.M., Wright, S. C. & Aitchison, M. (1992). Les voix d'Inukjuak : enquête auprès 
d'une collectivité sur les attitudes langagières. Montreal: Commission Scolaire Kativik. 
Thériault, Y. (1981). Agakuk. Quebec: Quebec 10110. 
Thomas, Lynn. (1984) A Language PoUcy for Povurnituk: One Teacher's Searchfor Her 
Place in the Bilingual Education of Minorities. Unpublished Masters Thesis. 
Tompkins, J. (1998). Teaching in a Cold and Windy Place. Toronto: University of Toronto 
Press. 
Veroff, S. (2002). Participatory Art Research. American Behavioral Scientist. 45(8), p. 1273-
1287. 
Voloshinov, V. N. (1973). Marxism and the philosophy oflanguage, trans. L. Matejka and 1. R. 
Titunik. New York: Seminar Press. Originally Published in 1929. 
Vygotsky, L.S. (1981). The genesis of higher mental functions. In J.V. Wertsch (Ed.). The 
concept of activity in Soviet psychology. Armonk, New York: Sharpe. p. 144-188 
Vygotsky, L. S. (1978). Mind in Society: the development ofhigher psychological processes. 
Cambridge, Mass.: Harvard University Press. 
Vygotsky, L. S. (1962). Thought and Language. Edited and Translated by E. Hanfmann & G. 
Vakar. Cambridge: MIT Press. 
383 
r-.... 
Wachowich, N. in collaboration with Awa, A.A., Katsak, R. K. & Katsak, S. P. (1999). 
Saquiyuk: Storiesfrom the lives ofthree Inuit women. Montreal: McGill-Queen's University 
Press. 
Wang, C. (2005). Photo Voice. http://www.photovoice.com. 
Webb, T. (2004). PhotoVoice A starting point for social action? tony.webb@uts.edu.au 
http://.cpe.uts.edu.au/pdfs/starting_point.pdf. 
Wenger, E. (1998). Communities of Practice: Learning, meaning and identity. Cambridge: 
Cambridge University Press. 
Wertsch, J. (1991). Voices of the Mind. Cambridge: Harvard University Press. 
White, H. (1978). Tropics of Discourse. Baltimore, Md.: Johns Hopkins University Press. 
Wilman, D. (1987). Teacher Training in the Canadian Eastern Arctic. Paper presented at the 
Circumpolar Education Conference, Iqaluit, July 1987. 
Wilson, A. (2000). There is no escape from third-space theory: borderland discourse and the 
'in-between' literacies of prisons. In D. Barton, M. Hamilton & R. Ivanic (eds.) Situated 
Literacies. London: Routledge. 
Winger, C. 1. (1989) Learning Styles of Eskimo Students with Implications for their Education. 
Ann Arbor, MI : UMI, 1989. 174p . Thesis submitted for the degree of doctor in education. 
Winkler, D. (1988). Inuit Teacher Training: 13 Years of Progress. Dorval: Kativik School 
Board, 1988. 
Wolcott, H. F. (1987). On Ethnographie Intent. In Spindler, G. & Spindler, L. (Eds.). 
Interpretive Ethnography of Education: At Home and Abroad. New Jersey & London: 
Lawrence Erlbaum Associates. p. 37-57. 
Wright, S., Taylor, D. & Macarthur, J. (2000). Subtractive Bilingualism and the Survival of the 
Inuit Language: Heritage - Versus Second-Language Education. Journal of Educational 
Psychology, 92(1), p.63-84. 
Wright, S. & Taylor, D. (1995). Identity and the Language of the Classroom: Investigating the 
Impact of Heritage Versus Second Language Instruction on Persona! and Collective Self-
Esteem. Journal of Educational Psychology, 87(2), p. 241-252. 
Wright, S., Taylor, D., Ruggiero, K. & Macarthur, J. (1995). Heritage Language Maintenance 
and Second Language learning: Early Inuttitut instruction and additive or subtractive 
bilingualism in Nunavik. Report #3, Montreal, Quebec: Kativik School Board. 
384 
Wutthnow, R. et al. (Eds.). (1984). Cultural Analysis. Boston: Routledge &Kegan Paul. 
Yon, D. A. (2002). The Elusive Culture: Schooling, Race, and Identity in Global Times. 
Albany: State University of New York Press. 
385 
APPENDIX2 
Interview Questions for New Teachers 
1. Initial impressions of the North? 
2. Background? 
3. What do you think of orientation so far? 
4. Why were you interested in coming to the North to teach? 
5. What did you think about the hiring process? 
6. What are your expectations from this year? 
7. Do you have any preconceptions about this year? 
8. What do you see as your role as a Qallunaat teacher in the North? 
9. What experiences in teaching, traveling or at school do you think will help you with 
your teaching assignment? 
10. Have you thought about how long you plan on staying in the North? 
Il. What kinds of relationships do you hope to establish with the Inuit and how will you 
go about doing this? 
12. What do you think the Inuit want as an education for their children? 
13. What values do you think you can or should share with the Inuit? 
14. What values do you think are different from the Inuit? 
15. Can you tell me about your personality. 
a. What aspects will be helpful to you while teaching in the North? 
b. What aspects will you have to work on? 
16. Is there anything else you would like to comment on that might be connected to your 
experience or your desire to teach the North? 
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APPENDIX3 
Sample Journal Entry 
• You can begin this daily entry at any time during the week and keep it for 7 days. 
• You can choose the format that you would like to use. This is just an example and the comments 
have not been completed 
• Please include: 
1. the date 
2. the time 
3. the event 
4. the location 
5. the people you are with 
6. comments or reflections about what you are doing or anything else that 
cornes to mind as you write 
Name: Caroline Muel/er 
Date: September 15, 2002 
Time Event Location People 1 am Comments 
with 
8:00 1 wake up home a/one 
9:00 / wa/k to / bump into Mé Marc (the secondary teacher) seems a bit anxioL 
schoo/ on mywayto about facing his day. Hait his students did not sh 
schoo/. up for class yesterday afternoon. 
10:15 Recess Schoo/ 1 speak with Anna (the secretary) seems really nice. 1 am 
Staffroom Anna and 1 mé teaching one of her five chi/dren. 
plans to visit h / am curious to see what her home will be like 
this weekend 
12:00 Lunch At home Alone ft is so nice to have a break. / had kind of a roug 
period just before lunch. / don't know what was 
going on but the kids were a litt/e wi/d. 
1 decided to knit a little to unwind. /'m g/ad we ha 
a weekly sewing night. It's fun to get together an 
unwind and work on a crafty project. 
3:15 1 go to the Co-op Marie (the The Co-op was packed. Saw three students with 
Co-op to s French their parents. Smiled at them but wished that 1 
if / receive e/ementary knew what to say to try to connect with them. 
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any mail teacher) Funny how the kids can be so wild in c/ass but s 
shy when you see them outside the school. 
3:30 1 prep my Inmy Most/yon my Lissie (the custodian) came in to c/ean my 
classes fOI classroom own apart fron classroom. Lissie seems so nice but 1 wish 1 cou 
tomorrow few visits speak to her in Inuttitut. The principal also came 
to see how things were going. 1 didn't dare say h 
my day went. Mostly it went ok but 1 feel the kids 
getting a little crazy. 1 also went to see Joanne 
(other elementary teacher) to get sorne help with 
the math program. 
6:00 1 go home home alone 1 thought of inviting Joanne for dinner but 1 am a 
dinner little worn out and still waiting for my groceries. 
7:00 Watching home 
8:15 Phone Cal home Mary (friend in ft was so nice to speak to someone from home. 
the South) cal Great to hear a familiar voice and to be able to 
unload. These first few weeks have been good b 
intense. Lots to tell about orientation week which 
was so much fun. 1 was not quite sure how to 
describe the community to Mary. 1 was at a loss 
words. There's too much to take in. 1 can't seem 
make sense of it ail and there seems to be so mé 
contradictions that are hard to describe. 
10:00 Reading home 1 just started to read Will Fergusson's "Generica' 
think my next book will be completely unrelated t 
the North. 
11:00 Going to b home 
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APPENDIXS 
Sample of Analyzed Transcript (long version) 
Excerpt from an interview with Rachel 
Excerpt from an interview with Rachel 
Data Set: Collaborative PAR Projectl Individual Interviews (Fall)! Rachel 
Date of Interview: September 18, 2002 
Date of Transcription: August 25, 2003 
Original Interview Transcript: 22 pages 
Location: Teachers' classroom 
Transcription Code: 
[ ] = to illustrate that I changed names of people or places or reworded the words to prote ct 
anonymity 
[***] = to illustrate that there were comments that I could not understand 
Bold = to emphasize emotions expressed by participant 
*** = to show that 1 eut a passage because we are speaking about something not related to the 
interview (i.e.: someone interrupts) or something that the participant did not want to include in 
the research . 
. .. = to illustrate that 1 combined two passages and eut sections in between the two passages after 
rereading the transcripts 
Underline = to draw attention to important comments 
Excerpt begins .•. 
Caroline: ... l'Il just start by asking you why the North? 
Rachel: ... I wanted to go to a different country, but 1 wasn't prepared to, 1 had my daughter at 
the time... we wanted to experience a different country, but we can do it just in Canada ... Ever 
since I was 141 wanted to go up North ... Prince Rupert ... Alaska ... so this was my opportunity 
too. [MT: Qallunaat Teacher Identity! ST: Learning About Oneselfl 3H1 Leve! ST: Why the 
North?] 
C: WhyKSB? 
R: '" In [the South] when I was doing the reading it didn't appear that there was as much support 
[in other places in the North], whereas KSB it appeared they were going ta support the teachers. 
That was my misconception, but I thought it was going to be more supportive than Nunavut, than 
Alaska, than the Yukon or Northern B.e. Up there it seemed you were more isolated and the 
community's didn't interact as much up here. It was more you were in the community, and it 
didn't seem you could go to another community, or people didn't communicate back in forth 
between the communities ... 1 thought l' d get more support than anywhere else. [MT: Qallunaat 
Teacher ldentityl ST: Expectations of QaHunaat Teachersl 3rct Level ST: Preparation! Supportl 
Ressources] 
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C: Okay, that's [***]. Do you remember what were sorne ofyour initial impressions of the 
North or of [***]7 
R: ... We were out, going for walks everyday after school, we would go mussel picking, it was 
always sunny, it was al ways warm. It was really nice. We haven't had a summer like that yet 
again ... l was quite shocked wh en l came here, are you talkingjust [***] or the school? [MT: 
Qallunaat 'l'cacher Identity/ ST: The Test of Isolation/ 3rd Level ST: First Impressions] 
C: Whatever. .. first impressions. 
R: l was quite shocked wh en l came here ... The lack of organization ... Or the lack of 
materials ... And every time l talked to someone it was like "oh,". They never bought anything, 
they never spent any of their budget, they wanted to save it for the next teacher that was coming. 
Which is appropriate, ifyou're leaving, and you don't really know what the person needs, then 
you don't spend the budget. AlI l had upstairs was books from the '70's, l didn't have math 
textbooks, or anything ... So l was really shocked that [they] had realIy, really nothing to offer, 
and so l came here with nothing. l mean, 1 came here and l was supposed to teach and l really 
didn't have any supplies. So l was shocked with that. [MT: QaHunaat Teacher Identityl ST: 
Expectations of QaHunaat Teachersl 3rcl Leve] ST: Preparation! Supp0l1/ Resources] Everybody 
told me this was the nicest community "oh you're going to [***], oh it's so nice and the people 
are so nice". Boy did l learn quick that that' s not true. There are a few nice people, but l think 
it's only if you're visiting. If you're visiting, and not staying, and not teaching their kids, and 
trying to keep their kids in school then, it's not true. [MT: Cross-Cultural Relationshipsl ST: 
Relationships with Inuit Community Membersl 3rd Leve} ST: Relationships with other 
Community members] 
C: In terms of niceness of people, or in terms or relationships with people? 
R: In terms of, l guess it' s just the rules of decency and how to treat another person... 11' s not 
here. They don't have a set, like, "1 shouldn't do that because that's really hurtful, or l have to 
live here so l should probably guard my tongue because l don't want to hurt people and create 
big, big quarrels in the community. People here, it seems like they just say whatever they feel 
like and screw the other person. 1 found out quickly that it wasn't, 1 don't know, 1 guess 
they're just more honest and more open about everything rather than saying 1 have to live 
with you and l'Il be ni ce and not say what 1 really feel, until 1 get over it and deal with it 
myself. Let's go on the radio and talk about iL. The first three months l listened to the radio 
everyday just dreading to hear my name because in my first three months they had talked about 
different teachers on the radio and il' s just like, am l going to be next on the radio. There' s that 
misuse in what l think when l first came here, and l think in the second year they started limiting 
what people could talk about. l remember hearing something about they're trying to stop 
whatever they're doing, but l didn't understand it because it was aIl in Inuttitut, but l know it 
wasn't positive about sorne people. [MT: Cross-Cultural Relationships/ ST: Relationships with 
Inuit Community Members 1 3rd Level ST: Respect] 
C: What did you think of your orientation. 
R: It was a joke. 
C: Why? 
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R: They sugar coated everything. They didn't tell anyone the truth. It's sort of like, we really 
need teachers, so let's not tell them, and they' li find out on their own. But we've got them, 
they're here, so and they've moved aIl their stuffup here so it's going to be a lot harder for 
people, to say "oh my gosh l'm not staying". And 1 understand because it is a business and they 
have to run a business, they're shoving education into these kids and they need people to do it. 
And ifthey don't have it, parents are unhappy, the community's are unhappy with them. So 1 
understand why they do it, but 1 think a lot of teachers really need to know before they come up. 
Because 1 think a lot of teachers just say "Oh, l' m going to the Arctic" and it' s this little fantasy 
and 1 mean a lot of people truly know what they're getting into but 1 think there are sorne teachers 
that reaIly need to know the problems up here, you know ... But they didn't talk about that, 
because, 1 don't knOW, they told everybody, ail of us asked, 1 remember talking to the other 
teachers, "Should 1 bring up any resources that 1 already have?" "Oh no, we have plenty". And 
so many teachers kicked themselves for listening to them and saying "Oh they already have lots 
of material up there, 1 don't need to bring up my boxes of stuff that l've used for years that 1 
know is good". And 1 think that' s, that hurts a lot of teachers, and a lot of teachers got angry 
because of that, there was a lot of teachers that would come up and say "1 could have packed that 
stuff, that would have been useful, and now 1 know there' s nothing here, or stuff that' s not as 
useful as 1 knOW 1 have down south, and 1 didn't bring it with me because they lied" ... 
[MT: Qallunaat Teacher Identityl ST: Expectations of Qallunaat Teachers/ 3,d Level ST: 
Preparation! Support! Resources] We spent a whole evening, or a day talking about the history of 
the school board. Whereas, they could have just given us a piece of paper with the history on it, 
and we could have read it, and then we could have spend time dealing with issues that are going 
to be more important like, lets get a partner school, [***] has a partner school with [***] because 
they're quite similar in size, really hook up with the teacher in English there, or create stronger 
relationships between the teachers so they feel that there' s more support for us, because the 
school board doesn't, they offer support but not necessarily the kind that we need, aIl the time, 
and if the y had spent more time on building relationships between new teachers, 1 think it would 
have helped a lot, teachers not feeling so lonely, they can just pick up the phone and say "hey, 
you're teaching the same thing as me, do you have any ideas?" 1 think about that, during 
orientation how to create support. 1 think it' s just networking, if 1 had everybody had been given a 
list and saying the se are people you can contact that are teaching those courses that are sirnilar to 
yours, here are the numbers, and make sure the people are cornfortable having their name on the 
list, and then you feel more cornfortable calling up people and talking to people. Like 1 have but 
it's more difficult, because you don't know ifthey're receptive to help or wanting to help, or 
so ... .! don't know ... [MT: Qallunaat Teacher Identityl ST: Relationships with other Qallunaat 
rd Teachers/3 Leve! ST: Importance of Qallunaat Teachers] 
C: ln terms of living with the farnily, sorne people have commented on that as being helpful, or 
on the other hand, being too much of a reality shock. 
R: 1 think it was okay, however they have to really check if the people feed you. They never 
actually inform the teachers that they actuaIly get paid to feed you, they never told us, and so 1 
was like "oh, she took me to the Co-op, or the Northem", she said "What would you like for 
food?" and l'm thinking, okay, this person has five kids, she is the only worker, think she has a 
lot of money? Just feed me whatever you're eating. 1 don't want to be a burden. But after a while, 
1 wasn't eating breakfast, 1 wasn't eating supper, because she ne ver cooked anything. And she 
said "1 ne ver cook, 1 don't know how to cook, Ijust go to my mother's house". And so she didn't 
even cook but the school board never told me she got $40.00 a day for food, and 1 think they 
really need to tell the teachers, "listen if they're not feeding you properly, then please talk to us 
about if' because that was really hard for me not eating weIl for that week, it was difficult. It was 
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a minor thing, but l was hungry aIl the time. [MT: Cross-Cultural Relationshipsl ST: Adapting to 
Local Specificitiesl 3/d Level ST: Trying Not to Judge] 
C: ... What did you expect from your experience in the North? 
R: First thing is, l've always been a pers on who said what they felt without thinking about it first. 
And l knew this would be a place that taught me how to shut my mou th. Because l' d get myself 
into so much trouble when l was working with teachers and when l was doing student teaching. 
If! didn't agree with a person l' d just tell 'em and say this doesn't make sense to me, and just 
working with people l' d spurt out things right away and not think of the consequences, so l knew 
up here rd have to learn that, so, that'sjust not school-wise or student-wise, l'djust knew this 
would teach me, to work with people, more easily or l don't know. [MT: Qallunaat Teacher 
Identityl ST: Learning About Oneself (ProfessionaHy and Personallyl 3rd Level ST: Attitudes that 
are helpful] The second thing is, l wanted to learn how to work with kids where structure has 
never been part of their lives, because if l do work in an alternative school or with kids who are 
drop outs, structure is usually not something that is easy for them to live with ... l like teaching 
where things are more free, like l don't make them sit at their desks aIl day, the y sit on the couch, 
they lie on the rug, they go look at that fish for a little break ... l wanted to learn is it possible to 
do that and yet still get the curriculum done, you know is it possible to not have the linoleum 
floors, the chairs in the rows, the desks in the rows, l'm the teacher, my desk is up front, can l still 
work with kids like that and still get it done and still be very successful. [MT: QaHunaat Teacher 
Identityl ST: Learning About Oneself (professionally and Personally)/ 3rd Level ST: Defining the 
Kind of Personffeacher l am] 
C: What are your expectations for this year? What are you expecting from this year? 
R: Oh, l don't know. That we aIl get through it sanely, l think. 1'11 skip that one. 
C: .,. Can you talk a little bit about more in terms of parents, like there' s a lack of support from 
the parents, or a lack of understanding of what you're trying to do from parents, or what is it 
that... 
R: They expect me to teach their children, they expect met tO ... no that' s not true, they expect 
their children will be successful, and they expect me to make them successful, and if they're 
not doing weil, then it seems to appear in their minds that it has something to do with me 
and l'm not doing a good job. Now not every single parent feels like this but there are qui te a 
few that have really told me in the past that it's me, and l mean, over the years they've learned 
that il' s their child and drugs and all these other things, but, they have high expectations of what a 
teacher should be and it seems to be that they think l should be parent too, for instance, a 
student's not coming to school, why isn't he coming to your class Rachel? Why doesn't he want 
to be there? It' s just like, he' s golfing, or he' s out doing something else. It seems to me that 
sometimes they feellike it's, their kids not coming to school because you're not making it 
enjoyable place for them. It's up to me to make the kid want to school, whereas you can't make a 
kid want to go to school, l can't put those values in the kid that say "it's important to go school" 
or l can't make the kid have his 10 hours of sleep a night, or eat his nutritionally balanced diet, or 
you know, l feellike there is a high expectation on teachers here, weIl, why isn't he coming to 
your class, you know, for the younger kids that are just starting to go through puberty, or just 
starting to dabble in drugs. Once they're in drugs, the parent knows, once they're drinking every 
night the parent knows, but it's the transitional years for the adolescents. You know they don't 
know that the guy has a girlfriend thatjust dumped him and he's really depressed, and they don't 
know everything about their teenager, whereas, l know, they tell me a lot of stuff and so l know 
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why they're coming a lot of the, 1 know whal' s going on with sorne of the students, and il' s not 
school, it's life, and they're going through puberty, and they're stressed, one parent, why 
does my daughter wear her parka everyday in c1ass, and 1 was Iike, she's getting breasts! 
She's embarrassed, she's going through that stage, they don't think ofthings like this, they 
think, weIl, she's depressed, and 1 don't know, il's harder with the younger kids, because they're 
starting to go through things and their parents don't know. [MT: Cross-Cultural Relatiol1shipsl 
ST: Relationships with Inuit Community Members/3n1 level ST: Expectations from Community 
Members] 
C: What do you see as your role as a [***J teacher up here? 
R: The past two years, has been parent, 1 feel like a big sister or a mother, and it's been difficult, 
because these kids, they don't know what they're going through, they don't understand 
everything, but their parents aren't talking to them about things. 1 feellike 1 have to teach them 
aIl the morals and talk to them about stuff and values, and simple hygiene, you know, come on, 
that they're not being taught, and it' s not just [***] culture versus Inuit culture, you know it' s 
simple things that we really need to talk about, so the parent, 1 feellike a parent a lot, and l'm a 
teacher, but the parent role is so big, and this year, l'm trying to cut that, because 1 don't feel 1 
can do that much anymore, it' s been hard, being that kind of person, or that kind of teacher, 1 
think it' s taking away too much from the parents and what they should be doing, you know, if 1 
know the family is capable of parenting their child, then 1 step back from that child more, and 
that's what l'm doing, whereas, ifI know this kid and she doesn't have a family, she's living with 
just this other family, th en 1 give that person more support and more compassion, and 1 don't 
know if that's fair of me, to, because, maybe the family that 1 think is capable really doesn't have 
the skiIIs, but for me, it' s taking too much of my life to parent aIl the se kids, and teach them 
everything, so l' m just stepping back this year and l' m going to see what it' s like, 1 guess being 
cold, 1 feellike l'm being really cold to the students and to the parents, l'm not getting 
emotionally involved as 1 was in years before, l'm stepping back. 
C: Can you talk a littIe bit more about this, 1 gues s, this detachment, could you call it that? 
R: Yah, yah. 
C: 'Cause 1 think that' s a coping mechanism that teachers have to, especiaIly, if you' re going to 
stay in the North, you have to develop that because at a certain point you have [***] [***] left. 
50 you can talk about that process, and how you make it work in a practical way. 
R: WeIl, here's one student, not coming to school, yet the mother says, "1 told him to come to 
school", and l'm like, weIl, 1 guess you're on his [***] to his skipping. l'm not compassionate 
that he gets zero on his test, l' m not, saying, welliets try and find a solution, or, how can we find 
a way to get him into school, how can we work on a way to get him home early so he's not as 
sleepy. Even suggesting to the parent, should 1 give this consequences to the student at home or 
are you already doing that? And if you are, what are you doing, just to say, maybe you should be, 
ifyou're not, l'm not doing that, l'mjust saying "WeIl, ifs your own, he's not coming, he's 
going to [ail", you know, and that's your problem as a family to deal with those issues, not me. 
And, 1 don't know if it's going to work, for the student, 1 know it's healthy for me, but if the 
student doesn't have support from anywhere, 1 feel bad, but it should be coming from the parents. 
And 1 feel really guilty but 1 need to put myself and my family first before this student, or these 
students, and we'Il see in a couple of months if that creates problems. 
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C: Can you talk about relationships, maybe when you first came here, what type of relationship 
did you hope to build with the Inuit, and, how that' s changed over time, and how you now see 
relationships with Inuit. 
R: Weil, 1 guess, it's like ifyou move anywhere, you hope that there's sorne people you can bond 
with. Notjust 'cause, l'm coming to an Inuit community, 1 thought, weil perhaps there are sorne 
people there 1 can really get along with, and hang out with, and you know, 1 did find one person 
in the community, who 1 really enjoy her company, and mind you she has a lot of problems and 
issues but 1 still enjoy her company, and 1 didn't really have any expectations building long 
lasting relationships with anybody here, because up North, not, l've heard so many stories from 
up North ... You have fun working with the kids, but the thing that'Il drive you away from the 
North is the parents. So 1 already knew that, 1 already had expectations that the parents are not 
going to be enjoyable to work with, because, it' s not a very structured thing like it is down 
South ... 1 don 't feel like 1 can bond with any of the parents of my students because 1 have to de al 
with them so much, and 1 always have to tell them about their kid, and il' s not fun for them to 
hear, and so, relationships with Inuit? There's two people here 1 really like .•• that's horrible, 
but 1 feel just so let down by the parents, and 1 don't even want to be with them. And when 
1 am with them, l'm just so disgusted, like 1 have a student here, and the parent works with 
the school and she's always in and out, and she never cooks him supper, and she never 
cooks him breakfast or lunch, or she never spends time with him, the father never takes him 
hunting, but he takes his younger brothers hunting, never spends any quality time with him, 
and 1 know that hurts him, because he's a sensitive guy, as sensitive as a guy can be as a 
teenager. And because it hurts him, it really hurts me to see this everyday, to see him being 
left out from his family, because they couldn't care less, or they don't want to go through ail 
the trouble oflearning how to deal with him because he's becoming a teenager •.. and l'm 
just like, simple things like that to show you care, and it angers me, and so 1 can't become 
friends with these people, there'sjust too much that 1 know, and there's too much pain in 
my cJass with my students that 1 don't want to be with these people because they cause too 
much hurt to the people that 1 spend with ail day. Like 1 spend so much time with these kids, 
and 1 love these kids, 1 think they're great, but they go through so much pain because of their 
parents not spending time or just the things that their parents do, il' s very difficult for me, it' s 
reaIly, really hard for me to want to be with them, to try and see past that, and try and say they 
haven't been taught the skills, they haven't been taught the skills, so how can 1 think of them as 
bad people if they don't know, you know it' s a very fine line between that for me, but they should 
know the simple basics of child rearing, and how to treat your kids with respect, and how to make 
them feelloved and cared for. Perhaps they were never, 1 don't know if this is a fundamental 
thing of a parent should know, or if it' s a learned behaviour, something you learn, and so, 1 just 
see the pain too much with the kids that 1 don't want to be with them and 1 can't. And 1 don't 
know how to get past that and 1 don't know if 1 want to get past that. ... [MT: Cross-Cultural 
Relationshipsl ST: Relatiol1ships with lnuit Community Membersl 3rd Level ST: Relatiol1ships 
with Parents] 
End of Excerpt 
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APPENDIX6 
Emerging Themes Chart 
1. Qallunaat Teacher Identity 
a. Leaming About One self (Professionally and PersonaIly) 
1. Why the North? 
Il. How the North will change me (has changed me)? 
Ill. Experiences before the North/ Background 
iv. Positive and negative aspects that will help me or that 1 will have to work on 
v. What keeps me in the North? (In the faH, winter, spring) 
VI. Experiences this year that have made me see differently 
VIl. Defining the Kind of Person/Teacher 1 am 
Vlll. The Kind of PersonITeacher 1 am Not 
IX. Attitudes that are helpful 
b. The Test of Isolation 
I. First Impressions 
Il. Moods at different times of Year? (faH, winter, spring) 
Ill. How do 1 live isolation at this time of year? (faIl, win ter, spring) 
iv. Relationships with the South 
v. Making it through my First Year of Teaching in the North 
VI. A Change of Perception on Loneliness 
VIl. Confronting myself 
c. Relationships with other Qallunaat Teachers 
i. Importance of Qallunaat Teachers 
ii. Anticipating the teacher who will replace me 
d. Expectations of Qallunaat teachers 
i. Preparation! Support/ Resources 
Il. Length of Stay 
Ill. Preconceptions and Misconceptions 
IV. Stereotypes 
v. Role as a Qallunaat teacher in an Inuit community 
e. Looking Back on the Experience 
I. Returning to the South 
Il. Looking back on the North ... 
Ill. Administrative Leadership 
iv. Support from Pedagogical Counselors 
v. Mistakes and how l've leamed from them 
VI. Lessons Leamed/ Advice to New Teachers 
VIl. Reflections on Orientation 
viii. Reflections on Professional Development Days 
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ix. Hiring process 
f. Other Issues 
2. Cross-Cultural Relationships between Qallunaat and Inuit 
a. Feeling Safe 
1. Qallunaat Women in the North 
11. Fears in the Classroom 
111. Fear of Isolation 
IV. Fear of (not) Being Accepted by the Community 
v. Personal Safety 
VI. Fear for my children 
b. Adapting to Local Specificities 
1. Culture Shock 
ii. Trying Not to Judge 
111. Living with an Inuit Host Family 
IV. Clash in Educational Values 
v. Religion 
VI. Primitivism and Materialism 
vii. Feeling Powerless in the Face of Silenced Violence/Abuse 
viii. Racism and Reverse Racism 
IX. Raising Children in The North 
c. Relationships with Inuit Community Members 
1. Relationships with Students 
ii. Relationships with Parents 
iii. Relationships with other Community members 
IV. Building Friendships with Inuit Community Members 
v. Expectations from Community Members 
vi. Local Politics 
Vll. Staff and School 
Vlll. Trying to Define Respect 
IX. Trying to Understand the Resistance 
x. Being Protective of the Insensitivities towards Inuit Community Members 
Xl. Report cards and Parent-Teacher Interviews 
d. Other Issues 
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APPENDIX7 
Glossary of Terms 
Action Research: Social psychologist Kurt Lewin coined the term Action Research in 1946 wh en 
attempting to combine an "experimental approach of social science with programs of social action to 
address social problems" (Schwandt, p.l). Action Research is a type of research in which individuals 
plan, act, observe and reflect on certain social problems within their environment through a spiral of 
steps to improve their knowledges and practices within the contexts in which they live. Existing 
social problems that directly affect the lives of these individuals serve as the impetus for change 
within their lives through Action Research. (Reason & Bradbury, 2001) 
Agency: An individual' s power to act or represent a self. 
Belonging: Teachers' sense of belonging within their host community means that they must feel 
engaged in their community. They must be able to imagine their place and feel recognized within 
their host community. 
Colonialism: A range of beliefs and practices carried out by a political and economic power such as 
the Canadian government or the Christian missionaries to extend their influences over a people, such 
as the Inuit, on a territory which they want to daim as theirs. Smith describes colonialism as, 
"imperialism's outpost... cultural sites which ... represented an image ofwhat... 'civilization' stood 
for" (p. 23). Colonial practices involve imposition of the colonial power' s languages and cultures. 
Community: Drawing on the work of Maguire & McAlpine (1994), 1 use the term community to 
refer to a "collectivity of individuals" such as in a community of teachers, or when 1 describe people 
who have "a shared sense of belonging" such as in an Inuit community. Maguire defines community 
as "a social network of people who come together through their shared sense of belonging which is 
evident through their perceptions and behaviours, norms, routines and shared sense of values, beliefs 
and understanding" (2006, personnal conversation). In this inquiry, 1 refer to communities within 
communities. Nunavik is a political and geographical community. Within Nunavik there is the Inuit 
community. Qallunaat teacher communities are located within the Inuit communities in which they 
live in the villages of Nunavik. 1 use the term village for the physical or geographicallocation. 
Cultural perceptions: Perceptions influenced and shared by a collectivity of individu aIs (Bruner, 
1986) such as in the case of the Inuit and Qallunaat communities, and structured by their participation 
within the se communities (Wenger, 1998). 
Culture: A space within which individuals make meaning of their identities through the signs they 
perceive. Cultures can also be seen as ways ofknowing, doing, believing and valuing (Yon, 2002). 
Decolonization: The process of decolonization denotes colonies gaining independence from their 
colonial power. In "breaking-up" with their empire, colonies seek self-determination. However, 
decolonization often involves the integration of the colony with the colonizing power. Such is the 
case for Inuit community members who have attempted to work within the Canadian governmental 
economic, social, political and administrative structures. Decolonization therefore involves the 
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deconstruction and decentralization of the power structures that perpetuate social injustice that 
colonized people suffer in and out oftheir communities. 
Empowerment: 1 draw from Lather (2001) to define empowerment as " analysing ideas about the 
causes of powerlessness, recognizing systemic oppressive forces, and acting both individually and 
collectively to change the conditions of our lives ... a process one undertakes for oneself; it is not 
something done "to" or "for" someone (p. 4). For Qallunaat teachers, empowerment cornes first from 
understanding their positions in the world and then from clarifying their possibilities to effect change 
in themselves and with others. 
Ethnography: A methodology that emerges from the discipline of anthropology. Ethnographers 
usually intend to describe and interpret cultures with an emphasis on "first hand field study" (Schwandt, 
1997, p. 44). There are many intellectual traditions within ethnographic studies as for example 
traditional ethnographya la Malinowski, symbolic interactionism such as Harry Wolcott's (1987) work 
that explores how individuals and communities interact, and critical ethnography such as Robert 
Wutthnow's work (1984) that seeks to go one step further than exposing the problem by attempting to 
transform the status quo. 
(Qallunaat teachers') Identities: 1 refer to Qallunaat teachers' identities as to how they name, locate 
and experience their selves within the socially constructed realities ofthe North. Teachers' identities 
are in constant becoming and are affected by how they perceive their position in the Inuit community. 
Identity: The act of naming, locating and experiencing the self within a socially constructed reality. 
Identity construction: A dialogical process by which teachers create, interrupt, question, deconstruct 
and relocate their views. Their views have been formed and informed by their past experiences. They 
accordingly adjust their lenses and realign their perceptions within present realities, and redirect their 
visions of future possibilities thus creating a new space for possible change in new communities of 
practice. 
Imperialism: The ideological and cultural domination ofknowledge in which the so-called dominant 
culture, in this case Southem, aims to civilize the culture on the periphery, Inuit, by imposing their 
views. This imposition is most visible in Inuit education. An imperialist framework controls 
knowledge by appropriating and using Inuit knowledge to the benefit of southemers. In the process, 
however, knowledge becomes distorted and used against the cultural community in which it was 
found. Smith (1999) refers to imperialism as a "system of control" (p. 21) that allowed Europeans 
economic, political and cultural expansion without any consideration for the cultural communities 
being colonized. Imperialism can be interpreted as a policy to extend control or power and is 
therefore broader than colonialism as it includes control applied both formally and informally through 
pressure from the empire. 
Inter-subjectivity: The construction ofidentity that evolves out of the interpretation ofsymbols 
within individuals' perceptions oftheir interactions and relationships with others. 
Isolation: 1 use isolation in Taylor's sense to refer to individuals feeling lonely, misunderstood or 
misrecognised (Taylor, 1991) when moving to a new community and confronting their positions as 
"outsiders" . 
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Mainstream culture: By main stream culture l mean "a set of beliefs accepted by most people in a 
community at a certain time". Maguire and McAlpine (1996) refer to main stream as, "the dominant 
culture that mirrors and reproduces the values and norms of that dominant culture, thereby creating 
inequitable leaming environments for culturally silenced, marginalized groups" (p. 236). 
Narrative: A space with(in) which Qallunaat teachers came to make meaning of their experiences in 
the North. 
Other: Like Fine (1999), l see others as, "that "we" who inhabit marginal space that is not a site of 
domination but a place of resistance" (p.70). In the contexts of Inuit education, both Qallunaat and 
Inuit community members inhabit spaces of othemess with respect to their multiple positionings. 
Outsider: Qallunaat teachers work "in" the North, and as such they become a minority. Teachers are 
insiders to the Southem school system but outsiders in almost every other way to the Inuit 
community. By locating Qallunaat teachers as outsiders inside the Inuit community, l locate my study 
at the intersection of the insider-outsider concept of research and education. (Geertz, 1983) The 
insider-outsider tension enables me to place the Inuit community of Nunavik as central, and 
consequently, Qallunaat teachers on the margins. As a minority in the North, Qallunaat teachers 
experience what it means to be "other". 
Participatory Action Research (PAR): A particular type of Action Research that prioritizes "the 
politics and power ofknowledge production and use" (Schwandt, 1997, pI12). Schwandt explains 
that PAR researchers, "typically work with groups and communities experiencing or subject to 
control, oppression, or colonization by a more dominant group or culture" (p. 112). He describes three 
characteristics that distinguish PAR from other types of Action Research: "its participatory 
character", "its democratic impulse" and, "its objective of producing both useful knowledge and 
action as weIl as consciousness raising - empowering people through the process of constructing and 
using their own knowledge" (p. 112). Veroff (2002) identifies PAR as "an overarching structure for 
doing collaborative research based on praxis of change ... [which] can be a powerful way to share 
experience, build connections, eliminate barriers by transcending differences, and engage the whole 
person in a process of self-discovery and cultural recovery" (p. 1273). Park, Brydon-Miller, Hall and 
Jackson (1993) call PAR a "politico-pedagogic instrument... most c10sely aligned to the natural 
process of social movements" which grew out of the initiatives of groups in dominated nations who 
were trying to resist colonial and neo-colonial research methods (foreword). Located at the 
intersection of social change and the negotiation of self through self-reflection, l see PAR as a 
community based approach to research in which the knowledge, beliefs, opinions and voices of the 
people in the research context bec orne central throughout the entire process of the project and their 
initiatives guide the process of change. In my inquiry with Qallunaat teachers, l used the tools of 
ethnography to do an Action Research Project with Qallunaat teachers in the North. My Action 
Research is grounded in many of the ideals and epistemological principles of PAR. 
Photovoice: A means for participants to use cameras to document their experiences, reflect on their 
perceptions of these experiences and create shared understandings. The goal of photovoice is action. 
Photovoice is based on participants' concems with their present situation and leading to possible 
social change. According to Wang (2005) photovoice "entrusts cameras to the hands of people to 
en able them to act as recorders, and potential catalysts for social action and change, in their own 
communities. It uses the immediacy of the visual image and accompanying stories to fumish evidence 
and to promote an effective, participatory means of sharing expertise to create a healthful public 
policy." (http://www.photovoice.com) 
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Positioning: A concept that post modern scholars use to refer to how individuals locate their 
multiple identities and subjectivities within a certain time and place. 1 see positionings as the 
"places" within which individuals such as Qallunaat teachers negotiate their identities within 
future possibilities. Harré (1994) explains that when individuals speak their positions are 
determined by others who attempt to decide "how reliable they believe the speaker to be" (p. 107). 
Harré argues that a position is, "a set of rights, duties and obligations" that a speaker has 
"particularly with respect to ... social force of what one may say" (p. 35). Individuals adopt 
"various positions within different discourses" and fashion "a unique complex of subjectivities" 
(Harré, p. 25) Individuals such as Qallunaat teachers can be positioned within certain spaces but 
they also position themselves within the multiple contexts of Inuit education. 
Post-colonia1ism: A body of theoretical works attempting to understand colonialism and its 
impact on how individuals perceive different forms of knowledges as weIl as making an effort to 
decentralize knowledge. (See for example, Memmi, 1969; Said, 1978; Homi Bhabha, 1994) Post-
colonialism offers a space in which history of discrimination is acknowledged, challenged and 
explained from different perspectives or what Smith (1999) describes as "writing from the 
margins" (Smith, p. 23). It is a critical approach to understanding the processes by which 
colonizers have assumed the subjugation of others. 
Qallunaat: A term used by Inuit community members to refer to non-Inuit or outsiders like Doris, 
who typically travel from southern Canada to work in their communities in Nunavik. 1 use the term 
Qallunaat in two ways: first, in a more general sense to refer to Qallunaat as outsiders, second, to 
refer to them specifically as southerners such as when describing teachers who travel from southern 
Canada to Nunavik. The terms Qallunaat and southerner clearly illustrate teachers' position as 
outsiders in the North. Qallunaat, which can be translated as "thick eyebrows and big bellies" or "big 
hairy che st", is a comical description of non-Inuit that originated from contact with the first white 
men. 
Reflexivity: 1 de fi ne reflexivity according to Ristock and Pennell (1996) who reffer to it as, "self-
consciousness with the goal of establishing non-exploitative relations between the researcher and the 
communities researched" (p. 49). 
Revisit: 1 conceptualize the word revisit in terms of both past and present memories of my 
experiences with the Inuit and of my changing reflections on these memories. 
Roles: Specific assumptions about how individuals will act and interpret their identities according to 
their multiple positionings. 
Self: One' s positionings with respect to their actions, reflections on and interpretations of the symbols 
they perceive within their interactions with others in their pa st and present collective realities. 
Social distancing: The "spatial distance" that individuals or communities perceive between their 
social realities .. It can also be explained as a lack of understanding of the other characterized by a 
process through which Qa1lunaat teachers and Inuit community members assign meaning and value to 
each others' actions without necessarily having a clear or accurate understanding of the other' s words 
and actions, and what these signify (Bakhtin, 1981, p. 257). 1 interpret words and actions to represent 
the signs or symbols that reflect Qallunaat teachers' understanding of the world as they perceive it. 
Therefore, social distancing between Qallunaat teachers and Inuit community members stems from 
their inability to interpret each others' semiotic systems. Consequently, they are un able to clearly 
orient themselves within each others' worlds and thereby enter each others' spaces. 
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Space: A place within which Qallunaat teachers' voices come to life and through which their 
existence is rendered meaningful. 1 draw from Abram' s notion of the land as a space which is an 
"active participant. .. in the human events that occur there" (1996, p. 162). 
Subjectivity: The interdependent and situated "sense of self, conscious and unconscious, both as 
actor and as 'acted upon'" (p. 116) who moves with(in) social realities in an attempt to "produce 
sorne coherence and continuity" (Lather, 1991, p. 118). Qallunaat teachers' identities define and 
locate their selves. Their subjectivities enable them to make meaning of their identities and locate 
themselves into a future space and develop a sense of agency. 
Vignettes: The carved out pieces of narrative (Fine, 1994) that 1 use to illustrate my arguments. 
Vision: The ways in which teachers define their identities through their perceptions of a reality 
framed within the dimensions of time and space and negotiated through their dialogues with others in 
specific contexts. 
Voice: An expression of the self that is recognized or not recognized within a certain context and 
valued in a particular community. 1 draw from Bakhtin (1981) to emphasize that a voice is composed 
of multiple selves and it exists only in relation to others. When individuals speak, their voices become 
the means by which they express their selves as inter-subjective and contextually situated. 
(Life) worlds: The "realities" within which individuals experience their lives. 
Worldviews: The frameworks through which individuals perceive and interpret their worlds and 
interact with(in) them. 
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